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ABSTRACT
WORK-FAMILY CONFLICT AMONG
ELEMENTARY TEACHERS
Debra Kay Coberley, Ed.D.
Department of Leadership, Educational Psychology, and Foundations
Northern Illinois University, 2015
William Pitney, Director
Researchers have examined and generated literature on the interrole relationship
between work and family domains. The overwhelming focus has been on work-family conflict
(WFC). Literature suggests that occupation-specific studies are the next area for WFC research.
Even though there is research regarding WFC, there is a need to examine this phenomenon
within unstudied professions because the current models do not account for occupation-specific
situations. This dissertation reports about the WFC experienced by elementary teachers. Its
purpose was twofold: a) to examine the perceived levels of work-family conflict, and b) to
explore the perceptions of work-family conflict among elementary teachers.
This mixed-methods examination consisted of two phases. In Phase 1, elementary
teachers (N = 176) were surveyed using an instrument developed by Netemeyer, Boles, &
McMurrian. I selected participants with the highest and lowest levels of WFC to participate in
Phase 2 (N = 13). Those participants completed a semi-structured interview and six e-mail
journals.
The participants in Phase 1 of this study did not show a statistical difference based on
gender, tenure, or marital status. In addition, age did not correlate to higher levels of WFC

among participants. Phase 2 participants identified working at home, schedule inflexibility, lack
of pay, and parent expectations as antecedents that increased their levels of individual WFC.
Also, the participants revealed they maintained balance between their personal and professional
lives by utilizing social-support systems and coping strategies. Furthermore, elementary
teachers described WFC influencing their teaching roles as mostly a result of perceived
instructional interference due to role overload.
These findings highlight several recommendations for future research and detail what
teachers, administrators, and school boards can do to improve the WFC that elementary
teachers perceive.

NORTHERN ILLINOIS UNIVERSITY
DEKALB, ILLINOIS

DECEMBER 2015

WORK-FAMILY CONFLICT AMONG
ELEMENTARY TEACHERS

BY
DEBRA KAY COBERLEY
© 2015 Debra Kay Coberley
A DISSERTATION SUBMITTED TO THE GRADUATE SCHOOL
IN PARTIAL FULFILLMENT OF THE REQUIREMENTS
FOR THE DEGREE
DOCTOR OF EDUCATION

DEPARTMENT OF LEADERSHIP, EDUCATIONAL
PSYCHOLOGY, AND FOUNDATIONS

Doctoral Director:
William Pitney

ACKNOWLEDGMENTS
Over the past 6 years, many individuals have contributed their time, patience, and
expertise so that this research project could happen. I would like to thank my husband, Todd,
for all that he sacrificed so I could complete my program and dissertation. Without his
encouragement and understanding, this dream would not have become a reality. I’d like to
thank my children, Caleb and Colin, for reassuring me that even when I didn’t make it to
everything, I made it to the important things. I would like to thank my mother-in-law, Connie,
for her support, encouragement, and extra help to make this possible. I would also like to thank
my parents, John and Kathy, for inspiring me to always do my best. I love you all so much.
I would like to express my gratitude to my dissertation director, Dr. William Pitney, for
his excellent guidance, patience, feedback, and advice. He was always willing to answer my
endless questions and encouraged me throughout this entire process. I would also like to thank
the members of my committee, Dr. Elizabeth Wilkins and Dr. Mary Beth Henning. Their input
and guidance were vital to this research study.
Thank you to my friends Victoria, Anna, JaNiece, and Christine for their willingness to
help and offer suggestions to make this research better. It would have been a long, lonely road
without them. I would also like to thank my dear friends Shannon, Laura, Julie, and Linda for
making me laugh even when I wanted to cry. Their encouragement was always appreciated.

Finally, I want to thank all of the participants in this study for opening up their lives to
me so that, hopefully, others will someday benefit from their experiences. They are amazing
teachers who make differences in all of their students’ lives.

DEDICATION
For all of the elementary teachers who struggle with work-life balance

TABLE OF CONTENTS
Page
LIST OF TABLES…………………………………………………………………..….….… viii
LIST OF FIGURES………………………………………...………………………..….……

ix

LIST OF APPENDICES………………...…………………………………………..….……

x

Chapter
1. INTRODUCTION…………………..…………………………….……..………………..

1

Problem and Purpose Statement.…………………………......………..….…..……...

5

Research Questions…………………………………………….……….…….….…...

6

Significance of the Study……………………………………………………….……..

7

Theoretical Framework……………………………………….…….….…………….

7

Definitions………..……………………………………………….….……….…........

8

Methods…………..……………………………………………….….……….…........ 10
Organization of the Study……..……………………………….…………….…....…. 10
2. LITERATURE REVIEW………………………………………….……………………… 12
Work-Family Conflict.................................................................................................. 13
Theories of Work-Family Conflict…….…………….…………………………...….. 14
Work-Family Conflict and Family-Work Conflict.………………………..….……... 23
Antecedents of Work-Family Conflict.…………………………………………….... 24

vi
Chapter

Page

Moderators of Work-Family Conflict.………….………………………….…..……. 32
Consequences of Work-FamilyConflict....................................................................... 33
Coping Strategies…….…………………………...….…………………………...….. 37
Literature Gaps…………………………………...………………………..….……... 41
Conclusion………………………………………………………………………….... 42
3. METHODOLOGY………………………………………………………………..……… 43
Research Questions…………………………………………………..……….……... 43
Methodological Designs……………………………………………...…………….... 44
Background of the Participant School District.…………………………………….... 46
Participants…………………………………………………………...…………….... 48
Data-Collection Procedures………………………………………...………………... 51
Data-Analysis Procedures.………………………………………………...….……... 58
Time Frame for Study…………………………………….……………………..…... 66
Steps to Ensure Trustworthiness..………………………………………………….... 66
Bracketing the Researcher’s Experiences.…………………………………..…..…... 70
Conclusion………………………………………………………………………….... 72
4. FINDINGS………………………………………..………………………..…………….. 73
Quantitative Phase 1……………………………………..……………...………….... 74
Qualitative Phase 2……………………………………..…………...…………..…… 76
Conclusion………………………………………………………………………….... 97

vii
Chapter

Page

5. DISCUSSION…………..………………………………………….……………….…….. 98
Research Question 1………………………..………………………..………………. 99
Research Question 2…………………………..………………………………..……. 101
Research Question 3……………………………..…………………………….….… 105
Research Question 4……………………..………………………………………….. 109
WFC Findings in Relationship to the Theoretical Frameworks………………..…… 111
Implications of the Study.…………………………………………………………… 112
Delimitations of the Study…………………………………………………………... 116
Limitations of the Study…………………………………………………………...... 116
Recommendations for Future Research……………………………………...……… 117
Study Summary….………………………...………………..…………………..…… 119
Conclusion………………………………………………………………………….... 121
REFERENCES…………………………………………………………………..…….……. 124
APPENDICES…………………………………………………………………...…….……. 138

LIST OF TABLES
Table

Page

1. Comparative Demographic Information for School District 749…………………...…… 47
2. Phase 1 Participant Demographic Data (N = 176)….………………………..……..…… 50
3. Phase 2 Participant Demographic Data (N = 13).……...……………………………...… 52
4. Alignment Between Data Collection Instruments and Participants.………………..…… 53
5. Summary of Analyses With Corresponding Research Questions.…….....................…… 59
6. Independent and Dependent Variables……………………………………………….….. 61
7. Statistical Analysis……...……………………………………...………………………... 63
8. Summary of Threat To This Study’s Trustworthiness……...………………...……….… 68
9. Netemeyer et al. (1996) Work-Family Conflict Survey Measures (Scale 1; N = 176)….. 74
10. Phase 1 Descriptive Statistics for WFC Scale 1……………………………….....……… 75
11. Emerging Themes for Research Question 2…………………………………...………… 78
12. Emerging Themes for Research Question 4……………………………...……………… 84

LIST OF FIGURES
Figure

Page

1. Q-Plot of the Data Distribution for Scales 1……………………………..……………… 63

LIST OF APPENDICES

Appendix

Page

A. THEORIES OF WORK-FAMILY CONFLICT.………………………………….……. 139
B. CONSENT FORM……………………………….…………………………………...… 142
C. WORK-FAMILY CONFLICT SURVEY………………………….…………………… 144
D. INTERVIEW GUIDE………………………….……………………………………….. 151
E. E-MAIL JOURNAL QUESTIONS………………………………..……………………. 154
F. PHASE 2 EMERGING THEME TALLIES………….…………...……………………. 156

CHAPTER 1
INTRODUCTION
“Don’t confuse having a career with having a life.”
-Hillary Clinton
Research suggests that people are working more hours than ever before in the United
States (M.F. Marks, 1996; U.S. Bureau of Labor Statistics, 2013a). In addition to longer hours,
the number of women participating in the workforce has increased steadily. According to the
U.S. Department of Labor (2012), 47 % of employed people are women. This growth is the
result of the increased number of dual-career families. In 2010, 54 percent of married couples
had earnings from both the wife and husband compared to 44 % in 1967 (U.S. Bureau of Labor
Statistics, 2013b).
With the increased number of dual-career families, our idea of common gender roles
has changed (Barnett & Rivers, 1996; Grzywacz & Marks, 2000). Traditionally, women were
responsible for the care of the children and housework, while the men’s role was working
outside of the home. More women have entered the workforce, causing both genders to share
the responsibilities of child care and housework. The stereotypical gender roles relating to
work, family, and child care have changed (Byron, 2005; Grzywacz & Marks, 2000). For
example, in 2012, approximately 61,000 men chose to stay at home to take care of family
responsibilities. This is an increase of 13,000 from 2011 (U.S. Bureau of Labor Statistics,
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2013b). Furthermore, employers are now managing employees who have increased family
responsibilities in addition to their work responsibilities (Allen, Herst, Bruck, & Sutton, 2000;
Bond, Galinsky, & Swanberg, 1998; Milkie, Kendig, Nomaguchi, & Denny, 2010). These
increased demands have led researchers to focus on how people balance their work and family
domains and avoid the possible negative outcomes that have been associated with the interrole
conflict (Eby, Casper, Lockwood, Bordeaux, & Brinley, 2005; Grzywacz & Marks, 2000).
The increased focus on conflict between the work and family domains has been popular
for several reasons. First, the U. S. has had an increase of single and dual-career households.
Less than 10% of the U. S. population lives in a traditional household where the mother stays
home and cares for the children and the father works (Boles, Johnston, & Hair, 1997). Second,
over 60% of women in the workforce have children under the age of 16 (U.S. Bureau of Labor
Statistics, 2013b). Finally, balancing conflicting demands between work and family is an issue
that employed adults must face (Boles et al., 1997).
For decades, researchers have examined and generated a large body of literature on the
interrole relationship between work and family domains (Aryee, 1992; Greenhaus &
Parasuraman, 1999; Greenhaus & Powell, 2006). The overwhelming focus has been on workfamily conflict (WFC; Eby et al., 2005; Greenhaus & Powell, 2006). Many definitions exist for
WFC within the literature (Bedeian, Burke, & Moffet, 1988; Carlson & Kacmar, 2000;
Greenhaus & Beutell, 1985; Kahn,Wolfe, Quinn, Snoek, & Rosenthal, 1964; Netemeyer, Boles,
& McMurrian, 1996). However, the most widely accepted definition is “a form of inter role
conflict in which the role pressures from the work and family domains are mutually
incompatible in some respect” (Greenhaus & Beutell, 1985, p. 77). Thus, WFC exists when
work life hampers family life. Examples of WFC are a parent missing a child’s soccer game
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because of a late-afternoon meeting or a parent’s overtime work requiring her to find child care
for the evening. Both demonstrate conflict between the two domains.
The concept of WFC has changed over time (Byron, 2005). Where researchers once
examined the effects of work interfering with family (WIF) separate from family interfering
with work (FIW; Gutek, Searle, & Klepa, 1991), it is now common to represent the integration
of work and family domains of an individual’s life (Carlson & Kacmar, 2000). This integration
has led researchers to examine antecedents and the consequences associated with WFC.
WFC antecedents have been studied over the last several decades (Beehr, 1995; Frone,
2003; Frone, Yardley, & Markel, 1997; Greenhaus & Beutell, 1985; Greenhaus &
Parassuraman, 1999; Kahn et al., 1964; Kossek & Ozeki, 1998). Research models have
identified antecedents that may lead to WFC: role stressors, role involvement, social supports,
and work and family characteristics (salary, autonomy, working spouse). Research has also
focused on demographic variables such as marital status and number of children (Bedeian et al.,
1988; Ford, Heinen, & Langkamer, 2007) as well as personality (Zedeck, 1992) when
examining WFC.
Several meta-analyses examining WFC have studied the relationship between WFC and
its consequences (Allen et al., 2000; Byron, 2005; Ford et al., 2007; Kossek & Ozeki, 1998;
Michel, Kotrba, Mitchelson, Clark, & Baltes, 2011). These meta-analyses reveal the possible
negative effects of WFC on individuals. When WFC is not reduced, studies have found that it
has a negative outcome on life and job satisfaction (Allen et al., 2000; Kossek & Ozeki, 1998).
WFC has been positively linked to mental health problems such as depression, stress, cognitive
difficulties, anxiety, anger, and withdrawal (Britt, & Dawson, 2005) and poor physical health
like chronic health problems and obesity (Grzywacz & Marks, 2000), overeating (Greeno &
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Wing, 1994), poor diet choices, skipping meals (Cartwright et al., 2003), and substance abuse
(Frone, Barnes, & Farrell, 1994). WFC has also been negatively linked to job performance and
burnout (Witt & Carlson, 2006). When this occurs, employees may have increased amounts of
absenteeism, reduced quality of work, reduced quantities of work, or reduced amounts of effort
(Aryee, 1992; Frone, Yardley et al., 1997; Netemeyer et al., 1996). However, variations in
professions do occur.
WFC research about specific professions exists in the current literature. Nurses (Burke
& Greenglass, 1999; Cortese, Colombo, & Ghislieri, 2010; Grzywacz, Frone, Brewer, &
Kovner, 2006), athletic trainers (Henning & Weidner, 2008; Mazerolle, Bruening, & Casa,
2008; Pitney, Mazerolle, & Pagnotta, 2011), military workers (Britt & Dawson, 2005;
Desivilya & Gal, 1996; Hammer, Cullen, Marchand, & Dezsofi, 2006), and business managers
(Carlson, Kacmar, Wayne, & Grzywacz, 2006; Parasuraman & Simmers, 2001) are among the
many that have been studied.
Teachers have not received much attention among WFC researchers. Studies examining
work and family factors that influence teachers’ lives would be helpful in improving the lives
of teachers, in improving the education they provide, and in reducing the number of teachers
who leave the profession. This important examination expands the literature base related to the
profession and adds insights into teachers’ reasons for leaving.
Most teachers enter the field with a strong commitment and desire to make a difference
in student lives (Lortie, 1975). Unfortunately, high expectations, long work hours, and stress
are causing burnout among teachers (Brown & Roloff, 2011). According to Faber (1991), the
high percentages of teachers leaving the professions has been considered a crisis in education
for some time. Moreover, almost 2 decades after Faber made that claim, teachers are still
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leaving the profession at an alarming rate. The National Commission on Teaching and
America’s Futures (NCTAF; 2007) estimates that one-third of all new teachers leave the
profession within 3 years and, more shockingly, 46% leave within the first 5 years. Because of
this high turnover, the nation spends approximately $7 billion a year recruiting, hiring, and
trying to retain teachers (NCTAF, 2007).
Factors that cause stress and reduce efficacy among teachers have been researched
extensively (Byrne, 1999; Cinamon & Rich, 2005; Dorman, 2003; Van Der Doef & Maes,
2002). Even though the research exists, our country continues to have a high turnover rate
among teachers (Abel & Sewell, 1999). Overall, research suggests that American teachers
leave the profession due to class size, special needs students, impositions that parents can
impose (Dworkin, 1997), classroom management issues (Hastings & Bham, 2003), student
behavior, and low student achievement (Ross, 1998). In addition, Brill and McCartney (2008)
cited maternity and family concerns, as the main reasons elementary teachers leave the
profession.
Problem and Purpose Statement
Pousette and Hanse (2002) and Van Der Doef and Maes (2002) suggested that
occupation-specific studies are the next area for WFC research. Even though there is a large
body of research regarding WFC, there is a need to examine this phenomenon within unstudied
professions because the current models do not account for occupation-specific situations
(Pousette & Hanse, 2002).
Van Der Doef and Maes (2002) suggested that even though models can be used to make
comparisons across several professions, they can neglect occupation-specific stressors. There is
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a need to examine this phenomenon among teachers (Cinamon & Rich, 2005). The primary
WFC researchers studying teachers have been Cinamon and Rich. This research team examined
WFC among high school teachers in Israel. Their research may not apply to the United States
because they caution against “the generalizability [outside of Israel] of the findings because of
possible cultural differences in work-family relations among teachers” (p. 11). Through their
research, they determined WFC models have included only common attributes. Antecedents
specific to teaching have not been accounted for.
Based on the recommendations made by Cinamon and Rich (2005), Pousette and Hanse
(2002), and Van Der Doef and Maes (2002), this study builds on the previous WFC literature
by applying their analysis to elementary teachers. The purpose of this study was twofold: a) to
examine the perceived levels of work-family conflict, and b) to explore the perceptions of
work-family conflict among elementary teachers in a Midwestern suburban school district.
Research Questions
The following Research Questions guided this study:
1. To what extent is work-family conflict experienced by elementary teachers, and what
demographic factors, specifically marital status, gender, parental status, participant age,
and job tenure, influence their work-family conflict scores?
2. What are the perceived antecedents of work-family conflict among elementary
teachers?
3. In what ways do elementary teachers attempt to maintain work-life balance?
4. How do elementary teachers describe the ways in which their teaching roles are
influenced by work-family conflict?

7
Significance of the Study
Even though WFC studied over the past several decades, most often, the models used in
this research have only included common attributes of all professions and have disregarded the
unique stressors of specific professions. More recently, occupation-specific studies have
emerged in the literature (Cinamon & Rich, 2005; Innstrand, Langballe, & Falkum, 2010; E.G.
Lambert, Hogan, & Barton, 2004). However, research about teachers is limited, with an
international focus on high school teachers. This study fills a gap in WFC research by
identifying antecedents and WFC factors in elementary teachers. This study provides a
comprehensive picture of perceived WFC among elementary teachers. It also provides specific
antecedents that human resource departments or administrators can use to develop programs
that focus on reducing specific stressors among elementary teachers as well as creates a greater
awareness of WFC in elementary teachers.
Theoretical Framework
This study draws upon work-family conflict theory for its theoretical bases. In this
theory, Greenhaus and Beutell (1985) defined WFC as “a form of interrole conflict in which the
role pressures from the work and family domains are mutually incompatible in some respect”
(p. 77). According to the theory, WFC is the conflict that arises when participation in the work
or family role increases, therefore, making it more difficult to participate in the other family or
work role.
Time-based conflicts occur when an individual dedicates more time to one domain
which reduces the time available to give to the other domain; the reduced time then proves
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inadequate for (Edwards & Rothbard, 2000; Greenhaus & Beutell, 1985) fulfilling all of the
individual roles and responsibilities in that domain. For example, because an elementary
teacher may need to stay late to input student scores from a district test into a database causing
he or she to miss dinner with his or her family.
Strain-based conflicts occur when psychological strain like tension, anxiety, or fatigue
from one domain make it challenging to meet demands of the other domain (Edwards &
Rothbard, 2000). This conflict would occur when an elementary teacher spent a full day
teaching and an evening attending parent/teacher conferences but then is too tired to help his or
her children with homework that night.
Behavior-based conflicts develop when a behavior expected in one domain interferes
with the role performance in the other domain (Edwards & Rothbard, 2000). For example, a
behavior-based conflict would occur when an elementary teacher who is expected to be an
authoritarian at school continues this behavior at home with his or her spouse when an equal
partnership is called for.
Based on this theory, research has examined individuals functioning in multiple roles.
These roles and the various demands associated with them can create conflicts. When these
conflicts arise, individuals draw upon various coping strategies that may or may not help how
they execute their roles and responsibilities in both domains.
Definitions
Provided below are the definitions to specific terms used in this study.
Age of Participant- The length of time an individual has lived.
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Demographic Variables- Variables that influence work and family domain antecedents such as
marriage, parental status, and gender (Bedeian et al., 1988; Ford et al., 2007).
Gender-The state of being male or female.
Job Tenure- Teachers in District 749 are considered to have tenure status on the first day of
their
5th year of teaching in the district (District 749 teacher contract).
Marital Status- The state of being single, married, divorced, or widowed.
Number of Children- The number of children an individual has including biological, adopted,
and/or stepchildren
Role Involvement- The psychological level of attachment an individual has to his or her work
and family roles (Frone, 2003; Greenhaus &Parasuraman, 1999).
Role Stressors- Work-related stressors that affect an individual’s role in the family or familyrelated stressors that affect an individual’s role at their place of employment (Hammer, Bauer,
& Grandey, 2003).
Social Support- The interaction an individual has with at least one other person that serves to
heighten one’s feeling of self-importance through emotional concern, appraisal, and
information (Carlson & Perrewe´, 1999; House, 1981).
Work/Family Characteristics- The characteristics within the work and family domains that
influence role performances such as schedule flexibility, salary, autonomy, supportive spouse
and family, and climate (Morgenson & Campion, 2003).

10
Methods
This study used an explanatory sequential mixed-methods design. Phase 1 participants
were chosen using a convenience sample and included approximately 800 classroom
elementary teachers. Phase 2 participants were a subset of the Phase 1 participants who had
either high or low levels of WFC according to the Netemeyer et al. (1996) scale. These
participants were selected using purposeful sampling.
Three data-collection instruments were used to gather data for this study: a survey,
interviews, and e-mail journals. In Phase 1, participants completed a survey regarding their
demographic information, perceived WFC, possible antecedents, and how he or she balanced
work and family in order to measure his or her levels of WFC. In Phase 2, the participants
completed a face-to-face, semi-structured interview and six e-mail journals. Data were
analyzed using descriptive statistics and measures of variability for the quantitative portion. For
the qualitative portion, data were analyzed using open coding to identify emerging categorizes.
Organization of the Study
This study is organized into five chapters. The first chapter introduces and describes
WFC. It also includes the problem and purpose statements, research questions guiding this
study, and describes this study’s significance. The second chapter explains the existing research
regarding WFC antecedents and describes the framework for this study. The third chapter
details the methods, including a description of the participants, data-collection and analysis
procedures, and the steps for ensuring trustworthiness. The fourth chapter provides descriptive
statistics and the themes that emerged from this study. Finally, the fifth chapter includes
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comparisons to current literature, implications, recommendations, limitations, and possible
future research opportunities.

CHAPTER 2
LITERATURE REVIEW
“There is no such thing as work-life balance. Everything
worth fighting for unbalances your life.”
-Alain De Botton
Work and family are the two most dominant life domains for most individuals (Michel
et al., 2011). The increased number of single-parent and dual-career families has changed our
idea of the traditional gender roles (Grzywacz & Marks, 2000). Because of this change, the
gender that was typically responsible for work, family, and child care is no longer following the
stereotypical roles it once did (Byron, 2005; Grzywacz & Marks, 2000). Therefore, due to the
increase of working mothers with young children, employers are now experiencing employees
who have heavy home responsibilities in addition to their work responsibilities (Allen et al.,
2000; Bond et al., 1998).
Employees in the United States are working more hours than ever before, and they have
an increased responsibility for both child and elder care (N. F. Marks, 1996). Research has
begun to focus on these increased demands and on how individuals can balance the work and
family roles and when avoiding the negative outcomes commonly associated with these
interrole conflicts (Eby et al., 2005; Grzywacz & Marks, 2000).
The demands of both roles can have harmful personal effects like depression and
substance abuse (Frone, 2000) or harmful professional effects like absenteeism or burnout
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(Kossek & Ozeki, 1998). These interrole conflicts have led to a large body of research that has
investigated the relationship between work and family that’s referred to as WFC. Others have
described it as work-family interference (Akintayo, 2006; Britt & Dawson, 2005; Greenhaus &
Beutell, 1985; Grzywacz, & Marks, 2000; Haar, 2004; Kahn et al., 1964).
Although there has been an increase in the amount of literature available, there is still
much to learn about WFC within specific occupations. This review examines the literature
regarding WFC including theories, antecedents, consequences, and coping strategies. In
addition, it examines what we know about this phenomenon in relationship to the occupation of
teaching.
Work-Family Conflict
WFC is commonly defined as “a form of interrole conflict in which the role pressures
from the work and family domains are mutually incompatible in some respect” (Greenhaus &
Beutell, 1985, p. 77). In other words, it is the conflict that arises when the participation in the
work role increases, therefore making it more difficult to participate in the family role. WFC is
considered to be bidirectional because it can occur when work interferes with family (work-tofamily conflict) or when family interferes with work (family-to-work conflict; Bellavia &
Frone, 2005). Research has identified three forms of interrole conflict: time based conflict,
strain-based conflict, and behavior-based conflict (Adams et al., 1996; Byron, 2005; Edwards
& Rothbard, 2000; Greenhaus & Beutell, 1985; Michel et al., 2011).
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Theories of Work-Family Conflict
Many theories have been developed to explain interrole conflict between the work and
family domains (Appendix A). The most frequently used theories identified in the WFC
literature are explained in this review. The section is divided into three parts for organizational
purposes: commonly used theories, other theories, and present-study theories.
Commonly Used Theories

In a literature review completed by Madsen and Hammond (2005), the authors
identified the most commonly used theoretical frameworks when examining WFC. This section
briefly describes the most commonly used theories: role conflict, spillover theory, gender
theory, role theory, and identity theory.
Role Conflict Theory

Some researchers have used the frameworks of role theory and role conflict theory
interchangeably (Madsen & Hammond, 2005). However, this is not appropriate. Role theory is
a broader theory. It suggests that individuals conduct themselves in various and predictable
ways depending on their perceived identities and the situation (Biddle, 1986). Role theory is
“said to concern itself with a triad of concepts: patterned and characteristic behaviors, parts or
identities that are assumed by social participants, and scripts or expectations for behavior that
are understood by all and adhered to” (Biddle, 1986, p. 68), whereas role conflict theory is a
more specific framework that “provides a richer understanding of various work-family conflict
forms, directions, and dimensions” (Madsen & Hammond, 2005, p. 153). Researchers have
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used this theory as a framework when examining WFC over the past few decades (e.g. Adams
et al., 1996; Aryee, 1992; Carlson & Kacmar, 2000; Cinamon & Rich, 2002; Edwards &
Rothbard, 2000; Frone, Russell, & Cooper, 1997; Greenhaus & Beutell, 1985; Gutek et al,
1991; Netemeyer et al., 1996; Parasurman & Simmers, 2001). Madsen and Hammond (2005)
referred to role conflict theory as the “catch-all” theoretical framework because of its popular
use within WFC literature.
Spillover Theory
Spillover theory is considered to be one of the most frequently used theories in regards
to WFC (Kossek & Ozeki, 1998; Madsen & Hammond, 2005). According to spillover theory,
behaviors and attitudes from one domain are carried into the other domain (Edwards &
Rothbard, 2000; Kabanoff, 1980). There are two types of spillover theory identified by
research.
The first type examines the similarity between the concept of the work domain and the
family domain. It looks at the relationship between work and family satisfaction and work and
family values (Edwards & Rothbard, 2000). Research has documented that spillover theory has
more negative effects (dissatisfaction, depression, and burnout) than positive effects
(satisfaction, increased energy and happiness; Van Hooff, Geurts, Kompier, & Taris, 2006).
The second type of spillover theory examines the transferred experiences between the work and
family domains. This type of spillover theory does not necessarily have to affect both domains.
For example, if an elementary teacher’s work demands lead to fatigue and do not impact his or
her family role, then a relationship between the work and family construct does not exist
(Edwards & Rothbard, 2000

16
Even though spillover theory has been frequently used, researchers argue that it is more
of an idea than a theory (Edwards & Rothbard, 2000; Madsen & Hammond, 2005). Variables
such as mood, values, skills, and behavior have been examined in spillover research
(Voydanoff, 1989; Zedeck, 1992). These variables can vary greatly within an individual.
Therefore, Edwards and Rothbard (2000) recommend that more in-depth qualitative research be
completed before applying this framework, in order to provide a more complete explanation of
WFC.
Gender Theory

According to Madsen and Hammond (2005), gender theory is another commonly used
framework that explains the gender differences in work and family roles. This theory is based
on three assumptions: childhood socialization processes, biological influences, and socialstructural factors in society (Way, 1991). First, according to Way (1991), childhoodsocialization-processes assumptions posit that personality differences lead genders to choose
and favor different social roles. For example, boys playing with tools and girls playing with
kitchen sets influence children’s social roles when they become adults. Next, biological
influences suggest that “sex differences in attitudes, abilities, and temperaments are innate and
that these innate differences cause males and females to be differentially suited for certain work
and family roles” (Way, p. 13). The notion of “boys may be boys” could be innate. Finally,
Way reported that social-structural assumptions focus on the basis of gender variation. These
gender inequalities may stem from “systems of either patriarchy or capitalism, or both” (p. 13).
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Role Theory
Role theory is “said to concern itself with a triad of concepts: patterned and
characteristic behaviors, parts or identities that are assumed by social participants, and scripts
or expectations for behavior that are understood by all and adhered to” (Biddle, 1986, p. 68).
More recently, this framework suggests that role theory is about socially agreed-upon actions or
functions regarding roles such as spouse, parent, manager, employee, student, and friend
(Madsen & Hammond, 2005).
According to role theory, when an individual has competing demands made
simultaneously by two or more roles, strain occurs. Cooke and Rousseau (1984) suggested that
the more roles an individual has, the better chance these will be increased stress. The same
authors cited work overload as a major form of conflict. Work overload refers to the roles and
responsibilities that can increase the expectations in the work or family domains (Madsen &
Hammond, 2005). This increased strain creates interrole conflict.
Role theory has been considered to be broad and general when examining WFC
(Madsen & Hammond, 2005). Researchers using this framework have suggested that multiple
roles can lead to stressors. However, role theory does not delve as deeply into the conflicts that
can ensue the way that other theories do, such as role conflict theory.
Identity Theory
Identity theory is not to be confused with role theory or role conflict theory. Identity
theory is much broader (Madsen & Hammond, 2005). Judge, Thoresen, Bono, and Patton
(1994) suggested that according to identity theory:
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Individuals seek to construct desired images of themselves, and anything that blocks
construction of these directed images represents a threat to self-identification. Because
conflict between work and family roles constitutes an impediment to goals of selffulfillment, threats resulting from work-family conflict likely lead to job stress. (p. 769)
By developing an individual’s identity, many psychological functions are aided. For
example, Smyth (2002) suggested that self-esteem, self-enhancement, and self-efficacy are part
of an individual’s self-image. According to Madsen and Hammond (2005), individuals are
threatened when there is the potential for their identity to be damaged. WFC is an example of a
construct that can impact a person’s perceived identity. Therefore, this theory has been
frequently used when studying WFC because “understanding identity adds depth and breadth in
examining the work-family conflict phenomenon” (Madsen & Hammond, p.154).
In summary, role conflict theory, spillover theory, gender theory, role theory, and
identity theory are the most frequently used theoretical frameworks when examining WFC.
This sub-section briefly described these frameworks and provided reasons why researchers may
or may not have used each framework in research regarding WFC. In addition to these theories,
researchers have identified other frameworks that have been used when studying WFC. These
theories are described in the next section.
Other Theories
Research has identified other less frequently used theoretical frameworks among WFC
literature (Edwards & Rothbard, 2000; Madsen & Hammond, 2005; Michel et al., 2011):
compensation theory, segmentation theory, resource drain theory, and congruency theory.
However, these theories are not without their flaws. In this section, each less frequently used
theory is explained, and the theory’s weaknesses are highlighted.
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Compensation Theory
Compensation theory is the first less frequently used framework for studying WFC. It
places a rank of importance on one domain over the other domain. It is in contrast to spillover
theory because a person compensates for dissatisfaction in one domain in exchange for the
possible satisfaction in another domain (Edwards & Rothbard, 2000), thereby creating a
negative relationship between the two life domains.
Two types of compensation have been researched. First, an individual may reduce
involvement in a domain that he or she is dissatisfied with while increasing involvement in the
domain that is more satisfying. For example, if an individual is dissatisfied with his or her
financial situation in the family domain, he or she may allocate more time to work because he
or she finds the financial potential to be more satisfying. Second, research has examined how
an individual compensates for rewards. For example, if an individual is dissatisfied with his or
her marriage, he or she may allocate more time to work because he or she may be rewarded for
a job well done instead of focusing on family problems.
Kabanoff (1980) found that research regarding compensation theory had conceptual
problems that impacted the research, making it less valid. He suggested that more research on
this theory is needed before including this theory as a framework to guide WFC studies.
Segmentation Theory
Segmentation theory has also been considered as a useable framework when examining
WFC. It suggests that there is “separation of work and family, such that the two domains do not
affect one another” (Edwards & Rothbard, 2000, p. 181). Originally, this theory was thought to
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have supported the natural division of work and family in regards to time and space (Edwards
& Rothbard, 2000). However, it is now believed to be the active process in which an individual
chooses to set boundaries between the work and family domains (S. J. Lambert, 2000).
S. J. Lambert (2000) also argued that this may be more of a coping strategy than a
framework mainly because individuals choose to maintain boundaries between the two life
domains. Kabanoff (1980) suggested that similar to compensation theory, segmentation theory
has a number of methodological and conceptual flaws. Edwards and Rothbard (2000) suggested
that segmentation theory creates a barrier between the work and family constructs. Therefore,
there is no bidirectional relationship between them.
Resource Drain Theory
Resource drain theory refers to the exchange of a resource, such as time, between work
and family, no matter what the motivation is (Edwards & Rothbard, 2000). Smith (2010)
further suggested that the negative relationship between work and family roles are due to the
limited resources that can be divided between the domains. It is similar to compensation theory
because there is a shift of a resource between the two domains. The difference between the two
theories is that compensation theory is shifting because of dissatisfaction with intrinsic or
extrinsic resources in one of the domains, whereas in resource drain theory, the transfer is due
only to personal resources from one domain to another (Edwards & Rothbard, 2000; S.J.
Lambert, 1990; Zedeck, 1992). Limited research on this theory is available. Therefore, caution
should be taken before using this theory to guide a study pertaining to WFC.
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Congruency Theory
Comparable to spillover theory, congruence theory examines the similarity between
work and family (Eckenrode & Gore, 1990; Edward & Rothbard, 2000; Zedeck, 1992).
However, the difference between the theories is that spillover theory suggests these similarities
occur because of the effect one domain has on the other. In contrast, congruence theory
suggests similarities occur between work and family domains because of a third variable such
as social and cultural influences, personality traits, genetics, and personal-behavioral qualities
(Edwards & Rothbard, 2000; Frone et al., 1994).
Even though compensation theory, segmentation theory, resource drain theory, and
congruency theory have been used in studies when examining WFC, the present study will not
use any of them because of the stated weaknesses in these frameworks. Further research is
needed to determine whether these theories should be continued to be used as frameworks in
future studies.
In summary, compensation theory, segmentation theory, resource drain theory, and
congruency theory have been used in research examining WFC. This section briefly described
the theories and compared them. However, research has revealed that these theories have many
flaws and should be used with caution when examining WFC. Based on the recommendations
of other researchers in the field (Edwards & Rothbard, 2000; Frone et al., 1994; S. J. Lambert,
1990; Madsen & Hammond, 2005; Zedeck, 1992), I will not to use these theories for the
present study. The following provides the theoretical base for this study.
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Present-Study Theory
The aforementioned theories have all been used when studying WFC. Edwards and
Rothbard (2000) and Madsen and Hammond (2005) identified various theoretical frameworks
researchers have used when examining WFC. This section describes the theoretical base that
the present study draws upon: work-family conflict theory. This was chosen because it is
among the most frequently used framework in the literature, and it has a general acceptance as
a framework within the WFC literature.
Work-family conflict theory is the second framework this study drew upon. According
to the theory, conflict between the work and family domains arises when participation in one
role increases, therefore making it more difficult to participate to the same extent in the other
role. In their model, Greenhaus and Beutell identified three forms of conflict: time-based
conflict, strain-based conflict, and behavior-based conflict (Adams et al., 1996; Byron, 2005;
Edwards & Rothbard, 2000; Greenhaus & Beutell, 1985; Michel et al., 2011).
Time-based conflicts occur when an individual devotes time to one domain that reduces
the time available that is needed by another domain (Edwards & Rothbard, 2000; Greenhaus &
Beutell, 1985). As a result, the roles and responsibilities in either domain may be inadequately
fulfilled or not fulfilled at all. In education, for example, an elementary teacher may need to
bring home lesson plans or to grade papers during the weekend which causes him or her to miss
family recreational activities.
Strain-based conflict “occurs when strain [e.g., dissatisfaction, tension, anxiety, and
fatigue] from one domain makes it difficult to meet demands of the other domain” (Edwards &
Rothbard, 2000 p. 182). Greenhaus and Beutell (1985) suggested that any work or family
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responsibility can create strain, thus producing WFC. Even though Greenhaus and Beutell did
not state what makes strain demands hard to meet, Edwards and Rothbard (2000) suggested
that strain decreases personal resources that an individual needs in order to complete his or her
responsibilities in each domain. For elementary teachers, strain-based conflicts may occur
when an individual feels that he or she cannot take a day off from work when his or her child is
sick because it may be difficult to find a substitute teacher to cover his or her classroom.
Behavior-based conflict “requires that behavior developed in one domain interfere with
role performance in another domain” (Edwards & Rothbard, 2000, p. 182). For example, an
individual may behave aggressively in his or her work role as a manager and then, in his or her
family role, continue this behavior even though a more nurturing persona is expected by the
individual’s family (Greenhaus & Beutell, 1985). The aggressive approach to problem solving
may be expected and appropriate for work but may not be appropriate for solving problems
within the family (Edwards & Rothbard, 2000). Therefore, if the individual cannot regulate his
or her behavior within the two domains, WFC can exist. For an elementary teacher, this form of
conflict may occur when he or she plans a family vacation to be similar to a field trip when the
family would prefer to have a more relaxing form of a vacation.
In summary, work-family conflict theory is the theoretical framework this study drew
upon. WFC theory was chosen because it is among the most frequently used frameworks in the
literature, and it has a general acceptance as a framework within WFC literature.
Work-Family Conflict and Family-Work Conflict
Research suggests that the work and family domains are closely connected in such a
way that strain, time, or behavior conflicts experienced in one domain are likely to affect the
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other domain (Greenhaus & Beutell, 1985; Leiter & Durup, 1996; Wafula, 2010). Even though
the work and family domains are closely connected, they are not the same. WFC occurs when
work-related issues affect an individual’s ability to perform in the family domain (Edwards &
Rothbard, 2000; Ford et al., 2007; Greenhaus & Beutell, 1985; Voydanoff, 1988; Zedeck,
1992). For example, long work hours, job stress, or work overload can interfere with the
family role (Wafula, 2010). In contrast, family-work conflict (FWC) occurs when familyrelated issues affect an individual’s ability to perform in the work domain (Ford, Heinen, et al.,
2007; Kossek & Ozeki, 1998; R. F. Marks, 1996; Patel, Govender, Paruk, & Ramgoo, 2006).
Examples of FWC include caring for young children, elderly parents, or sick relatives that
directly impacts an individual’s ability to perform at work (Frone, Yardley et al., 1997; Kossek
& Ozeki, 1998; Patel et al., 2006).
In recent years, research has been done that suggests that WFC is not a one-dimensional
model but is bidirectional (Ford et al., 2007). Grandey, Cordeiro, and Couter (2005) proposed
that even though WFC may be bidirectional, more research has been completed on how work
interferes with the family than how the family interferes with work (Leiter & Durup, 1996;
Wafula, 2010). Furthermore, Patel et al. (2006) suggested that studies that examine the
bidirectional nature of WFC have not been as effective as studies that only focus on the
direction of the conflict.
Antecedents of Work-Family Conflict
WFC literature suggests that work and family domains interfere with each other in a
number of ways (Adams & Jex, 1999). Byron (2005) described potential antecedents in relation
to the two types of WFC: WIF and FIW. Furthermore, Byron (2005) and Eby et al. (2005)
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classified antecedents into three main categories: work-domain variables, non-work-domain
variables, and individual and demographic variables. Work-domain variables consider the
factors that affect an individual’s job (Byron, 2005). Non-work-domain variables relate to
family responsibilities and other non-work factors (Byron). Non-work variables include the
many roles outside of an individual’s family such as leisure roles, community roles, or religious
roles (Frone, 2003). Individual and demographic variables consider personality traits,
behaviors, gender, and income (Byron). This construct is broad in nature because it
encompasses all aspects of an individual’s life.
In a meta-analysis regarding WFC, Michel et al. (2011) reviewed studies that focused
on the work and family domain antecedents instead of the non-work variables reviewed in the
meta-analysis by Byron (2005). Michel et al. (2011) analysis examined the antecedents of WFC
at a specific level, focusing on the work and family domains only. Based on their view, the
remainder of this section focuses on the narrow level of WFC antecedents because the role
stressors, role involvement, support, and characteristics in the family domain may be more
similar to the work domain than in the other non-work domains.
WFC can be caused by many factors. Research has identified role stressors (Beehr,
1995; Kahn et al., 1964), role involvement (Frone, 2003; Greenhaus & Parassuraman, 1999),
social supports (Frone, Yardley et al., 1997; Greenhaus & Beutell, 1985; Greenhaus
&Parasuraman, 1999), and work/family characteristics (Eby et al., 2005; Morgenson &
Campion, 2003) as antecedents that consist of properties in the work and family domains that
can impact role performance in each domain (Michel et. al., 2011). A further explanation of
these antecedents is below.
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The first type of antecedents for WFC is role stressors. Work-related stressors
affecting an individual’s role in the family or family-related stressors affecting an individual’s
role at his or herplace of employment are role stressors (Hammer et al., 2003). Role conflict,
role ambiguity, and role overload have typically been seen as the primary role stressors that an
individual experiences (Hammer et al., 2003; Kahn et al., 1964). Role conflict is the extent to
which a person experiences mismatched role stresses (Beehr, 1995). Bedeian et al. (1988)
showed that high levels of WFC occur when an individual experiences role conflict. Role
ambiguity refers to an individual’s lack of understanding about his or her responsibilities in a
particular role (Cooper, Cooper & Eaker, 1988; Kahn et al., 1964). Michel et al. (2011)
suggested that this could also be a lack of clarity regarding their role. The perception of having
too much to do within your role and feeling like there is not enough time to complete it all
refers to role overload (Michel et al., 2011). Role stressors such as role conflict, role ambiguity,
and role overload can create time-based and strain-based conflicts within the work and family
domains, therefore causing WFC within an individual.
Furthermore, role stressors (role conflict, role ambiguity, and role overload) are
consistent in both the WFC literature (Bedeian et al., 1988; Beehr, 1995; Hammer et al., 2003;
Kahn et al., 1964) and the teacher-burnout literature (Conley & Woosley, 2000; Papastylianou,
Kaila, & Polychronopoulos, 2009). I believe role stressors are positively linked to WFC and
FWC for several reasons. First, as an educator, I have observed teachers seeking clarification of
work tasks. Examples include completing paperwork, assessment due dates, a new curriculum,
policies, and laws. Second, time constraints have also been a concern for many teachers I have
interacted with. Teachers say there is not enough time to meet all of the demands they have in
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their work and family life. Finally, teachers need to balance their work life with their family
life. This has often been a challenge for them.
From a theoretical perspective, role conflict, work-family conflict, and resource drain
theories can be used to connect role stressors and WFC. When an individual tries to meet all of
the demands in his or her work and family domains, he or she can undergo role stressors such
as conflict, ambiguity, and overload. In an attempt to meet the demands of one domain, the
individual may take time, energy, and attention away from the other domain. Resource drain
and work-family conflict theories view personal resources such as time, attention, and energy
as being limited (Edwards & Rothbard, 2000; Tenbrunsel, Brett, Maoz, Stroh, & Reilly, 1995).
Therefore, if we assume an individual has a finite amount of physical and mental resources,
role stressors that appear in one domain can directly impact the resources in the other domain,
thus creating WFC.
The second set of antecedents is role-involvement antecedents. The psychological level
of attachment an individual has to his or her work and family roles is referred to as role
involvement (Frone, 2003; Greenhaus &Parasuraman, 1999). High levels of role involvement
(in work or family domains) create a preoccupation in one domain, thus making it more
difficult to participate in the other domain (Adams et al., 1996; Greenhaus &Parasuraman,
1999). According to the literature, role involvement also includes role centrality or interest in
which an individual attaches importance or identity to a role (Paullay, Alliger, & StoneRomero, 1994). Individuals who have high role interest or centrality see a particular role as an
important part of their life (Hirschfeld & Feild, 2000). The preoccupations described as role
involvement can lead to WFC (Greenhaus &Parasuraman, 1999).
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Even though studies examining this construct have been identified in the WFC literature
(Adams, et al., 1996; Frone et al., 1992; Greenhaus &Parasuraman, 1999), role involvement has
not been examined related to teacher education. However, the multiple roles that teachers hold
have been studied, with results similar to the WFC literature (Lieberman & Miller, 1999; Valli
& Buese, 2007). In addition to their classroom responsibilities, teachers have many outside
roles and responsibilities. They might have roles such as mentors, club sponsors, coaches,
professional development trainers, or scout leaders in addition to their family roles of parent or
caregiver. It can create conflict when the roles in one domain reduce the handling of the
responsibilities in the other domain.
Role conflict, work-family conflict, resource drain and compensation theories can
explain role involvement. For example, if dissatisfaction occurs in one domain, an individual
may reduce his or her role involvement in the other domain. An increase in resources required
for one domain (the dissatisfied one) would exist; therefore, resources like time, energy, and
attention would decrease from the other domain, in order to meet the needs of the first domain;
thus creating WFC (Edwards & Rothbard, 2000; Zedeck, 1992).
The next set is the social-supports antecedents of WFC. Social-supports are the
interactions an individual has with at least one person who serves to heighten his or her feeling
of self-importance through emotional concern, appraisal, instrumental aid, and information
(Carlson & Perrewe´, 1999; House, 1981). In the work domain, social-supports include
coworkers, leader support, and the organization (Greenhaus & Beutell, 1985; Kelly &
Voydanoff, 1985), whereas supports in the family domain are provided by a partner orspouse or
other family members (Greenhaus & Beutell, 1985; Todd & Binns, 2013).
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In addition, social supports have been linked to reducing WFC when an individual is in
a supportive environment (Frone, Yardley et al., 1997; Greenhaus & Beutell, 1985; Greenhaus
& Parasuraman, 1999; Todd & Binns, 2013). This is similarly reported in the teacher-retention
literature (Bowling, Beehr, & Swader, 2005; Bruk-Lee & Spector, 2006; Gersten, Keating,
Yovanoff, & Harniss, 2001). Research has also found that collegial support is crucial to
retaining teachers (Guarino, Santibañez, & Daley, 2006). Teaching can be considered a
collaborative profession. Educators work closely with different types of people so that they
meet the needs of their students. Many join professional organizations to gain further insight
into best practices. They also hold meetings with grade-level partners to discuss problems or
concerns.
Resource drain, work-family conflict, and role conflict theories can be used to explain
social-support antecedents. For example, if a spouse provides support in the family domain,
then the demands within that domain will not go unmet. Therefore, time, attention, and energy
of the person with the spouse would not be needed to be taken away from his or her work
domain in order for needs in both domains to be met. However, if there is a decreased amount
of support in either the work or family domain, WFC may occur because of time-based
conflicts.
Finally, work and family characteristics are antecedents of WFC. These antecedents can
impact role participation because of the properties within the work and family domains (Michel
et al., 2011). These characteristics are antecedents of WFC because they influence the role
performance, thus impacting role pressure. Michel et al. (2011) examined the characteristics
and grouped them accordingly.
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In the work domain, time-based job demands such as weekly work hours and travel can
lead to WFC. A growing number of employees are dissatisfied with the total number of hours
they work every week (Barnett, Gareis, & Brennan, 1999; Jacobs & Gerson, 1997; Negrey,
1993). Unfortunately, the U.S. Bureau of Labor Statistics (2008) suggested that teachers’ work
hours are not reported accurately. Surveys such as the National Compensation Survey (NCS)
use contract hours for teachers in determining work hours and do not include “time spent in
lesson preparation, test construction and grading, and providing additional help to students” (p.
40). Therefore, the size of an accurate work week is difficult to determine.
However, in contradiction, The Washington Post (2012) reported that teachers spend 10
hours and 40 minutes per day on average. This is more than the 35-hour work week established
by the NCS. Furthermore, Barnett et al. (1999) suggested that if an individual works long hours
to meet the needs of the family, then long work hours may not be a problem. However, if an
individual’s employment does not allow for preferred hours, there could be increased amounts
of conflict.
Strain-based conflict characteristics include job type (rank, self-employment, job level)
and overall salary (the higher the salary the more responsibilities). Job tasks could also be
strain-based conflict sources because of the wide range of tasks an individual may be required
to perform. Therefore, they could lead to higher WFC (Michel et al., 2011). Job autonomy,
schedule flexibility, and a family-friendly work environment are antecedents that an individual
may have some level of control over. Research supports that these characteristics may help
individuals balance their work-family lives, thereby, reducing WFC (Greenhaus & Beutell,
1985; Michel et al., 2011).
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In the family domain, a dual-working couple may experience more FWC as role
pressures increase (Michel et al., 2011). In addition, having a working spouse increases income
but also increases family-role responsibilities that must be handled by one of the adults. This
increase in demands can lead to higher levels of FWC (Michel et al., 2011). Finally, the family
climate can reduce FWC because of supportive family networks (Michel et al., 2011).
Work-family conflict, resource drain and role conflict theories can explain work or
family domain characteristics that influence an individual’s role and his or her ability to
perform in that role. Because time, attention, and energy resources are limited, an increase in
one domain can lead to a reduction of these resources in the other domain, thus leading to an
increase in WFC.
Along with the above-described work and family domains’ antecedents, research has
also identified personality (Michel et al., 2011). Personality is the “dynamic mental structures
and coordinated mental processes that determine individuals’ emotional and behavioral
adjustments to their environments” (Michel et al., 2011, p. 698). Additional but limited
research within the WFC literature discusses an internal locus of control and negative
affect/neuroticism (Grzywacz & Marks, 2000). Internal locus of control refers to how an
individual feels that outcomes are caused by him or her and not by external variables (Michel et
al., 2011). An individual may experience more WFC when he or she feels less control over his
or her own work and/or family domains. In addition, an individual who has negative affectivity
and neuroticism can have additional psychological concerns such as distress, general
dissatisfaction, and anxiety (Michel et al., 2011). Negative affect and neuroticism are thought
to be antecedents of WFC because they typically impact how an individual perceives his or her
work and family domains (Michel et al., 2011).

32
Personality and WFC can be linked through congruency theory. Congruency theory
examines the similarity between work and family (Edwards & Rothbard, 2000; Michel et al.,
2011). Therefore, an individual’s personality acts as the third variable in either his or her
satisfaction or dissatisfaction with his or her work and family domains. Michel et al. (2011)
suggested that an internal locus of control or negative affect/neuroticism is part of an
individual’s personality that could also act as a third variable in his or her work and family
domains.
Moderators of Work-Family Conflict
Michel et al. (2011) reported that demographic variables like marriage status, parental
status, and gender impact work and family domain antecedents. Typically, a person who is
married or has children has more role responsibilities than someone who is single or has no
children. Their work and family domains are different. Therefore, with increased work-role
stressors, individuals are more likely to experience conflict in their family domain (Ford et al.,
2007; Michel et al., 2011).
Research also exists on how gender influences WFC. Eagle, Miles, and Icenogle (1997)
found no difference in gender when it comes to WFC, surmising that the main reasons could be
that stereotypical gender roles are changing, especially in dual-earning households. However,
other research suggests that working women may experience more WFC than men (Cinamon &
Rich, 2002; L.K. Duxburry & Higgins, 1991; Kossek, & Ozeki, 1998; Michel et al., 2011;
Parasuraman & Simmers, 2001). Gender theories and role conflict theories can be used to
explain how demographic variables such as marriage status, parental status, and gender impact
WFC.
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WFC can be caused by many factors. Research has identified role stressors, role
involvement, social supports, and work/family characteristics as antecedents that can impact
role performance in each domain. Marital status, parental status, and gender can also impact the
amount of perceived WFC in individuals. High levels of WFC can have negative consequences.
The following section describes the consequences associated with WFC.
Consequences of Work-Family Conflict
WFC has been positively linked to mental health problems such as depression, stress,
cognitive difficulties, anxiety, anger, and withdrawal (Britt & Dawson, 2005). Poor physical
health has also been linked to WFC (Allen et al., 2000). Loss of productivity due to stress is
estimated to cost $40 billion a year among organizationally employed women (Parasuraman &
Simmers, 2001). This section examines the current literature about the consequences of WFC
that an individual may experience. Consequences associated with WFC have been categorized
into three groups: work-related, non-work-related, and stress-related.
Work-Related Consequences
WFC literature has identified job satisfaction, career satisfaction, career success,
organizational commitment, intention to leave, absenteeism, and job performance as the most
common forms of work-related consequences (Allen et al., 2000; Bedeian et al., 1988; Boles et
al., 1997; Britt & Dawson, 2005; Haar, 2004; Kossek & Ozeki, 1998; Netemeyer et al., 1996;
Thomas & Ganster, 1995). Allen et al. (2000) noted that job satisfaction was the consequence
that was most frequently researched.
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A review of literature completed by Allen et al. (2000) revealed that when WFC
increased, job satisfaction decreased. This was consistent through a variety of blue- and whitecollared occupations. Career-related variables (career satisfaction, career success) were also
identified. Individuals who reported a higher level of WFC also reported lower levels of career
satisfaction and career success. Organizational commitment was also been associated with
WFC. Allen et al. reported that as WFC increased, organizational commitment decreased. The
next variable associated with WFC is turnover. The literature revealed that the greater amount
of WFC, the greater the turnover that was possible. Aryee (1992) found that job-parent and jobspouse conflicts indicated higher turnover intentions compared to individuals with lower levels
of WFC. Not surprisingly, Allen et al. reported that the literature supported that absenteeism
increased after an individual became the child giver for his or her child. Interestingly, in the
studies, self-reports of absenteeism did not show a significant correlation. However, after a
review of employer documentation, there was a significant correlation (Thomas & Ganster,
1995).
Even though job satisfaction was the most frequent work-related outcome studied in the
literature, Allen et al. (2000) found that intention to leave was the most highly correlated to
WFC. They hypothesized that individuals were looking for jobs that support a work-family
balance. However, only one study examined this among individuals (Greenhaus, Collins,
Singh, & Parasuraman, 1997). Allen et al. also suggested that low job satisfaction is a predictor
of turnover.
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Nonwork-Related Consequences
The literature also examined the five most common non-work-related consequences
associated with WFC: life satisfaction, marital satisfaction, family satisfaction, family
performance, and leisure satisfaction (Adams et al., 1996; Allen et al., 2000; Bedeian et al.,
1988; L. K. Duxburry & Higgins, 1991; Kopelman, Greenhaus, & Connolly, 1983; Kossek &
Ozeki, 1998; Netemeyer et al., 1996). Life satisfaction was the outcome variable that was most
frequently researched. Allen et al. (2000) reported that the greater the WFC an individual has,
the lower his or her life satisfaction. Some marital satisfaction studies found that individuals
with increased levels of WFC had lower levels of marital satisfaction (Bedeian et al., 1988).
However, Allen et al. reported that this was not a consistent trend across all occupations. For
example, Netemeyer et al. (1996) found that WFC was not related to marital satisfaction among
high school and elementary teachers but was related to small business owners. The literature
also reports that family satisfaction is a consequence of WFC (Aryee, 1992; Allen et al., 2000;
Kopelman et al., 1983; Frone et al., 1994). The greater the amount of WFC, the less satisfied an
individual is with his or her family. Allen et al. (2000) reported similar findings among leisure
activities, family performance, and parental satisfaction. However, it is important to note that
only a few studies examined these variables (Frone, Yardley et al., 1997; Rice, Frone, &
McFarlin, 1992).
Psychological-Related Consequences
Stress-related consequences identified in the literature include psychological strain,
somatic and physical symptoms, depression, substance abuse, burnout, work-related stress, and
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family-related stress (Adams & Jex, 1999; Allen et al., 2000; Britt & Dawson, 2005; Cooke &
Rousseau, 1984; Frone, Yardley et al., 1997). No specific form has been examined more than
another.
Psychological strain (general mental health, irritability, self-worth, coping skills,
anxiety) has been significantly related to WFC (Britt & Dawson, 2005). Several studies
examined somatic and physical symptoms (energy, high blood-pressure, nervousness, fatigue,
poor appetite; Adams & Jex, 1999; Cooke & Rousseau, 1984; Frone, Yardley et al., 1997;
Netemeyer et al., 1996). These studies found a strong correlation between WFC and somatic
and physical symptoms. The literature also revealed that depression was common in individuals
who had higher levels of WFC. Specifically, women with children were found to have more
depression related to WFC than women without children (Frone et al., 1992; Netemeyer et al.,
1996). Substance abuse was another consequence of WFC. Frone et al. (1997) found that
increased WFC was related to an increase in frequency of heavy drinking, drinking to cope, and
drinking problems. Frone et al. also found a link between cigarette usage and increased levels
of WFC. Increased levels of WFC were also associated with work-related and family-related
stress (Frone, Yardley et al., 1997; Judge et al., 2001). The most common work-related stress
was job burnout followed by work alienation, job tension, negative feelings about work, and
quality of work life (Allen et al., 2000). Family-related stress has had limited research done
about its relationship to WFC. However, from the studies that are available, effective parenting,
marital stress, and quality of family life decreased as WFC increased (L. K. Duxbury &
Higgins, 1991; Frone, Yardley et al., 1997).
In summary, work-related, non-work-related, and stress-related consequences are
serious outcomes associated with WFC. High levels of WFC can be problematic for
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individuals, their employers, and their families. The literature has shown how WFC affects an
individual’s work life, home life, health, and overall well-being. The next section describes
how individuals cope when experiencing previously mentioned negative consequences.
Coping Strategies
Even though a great deal is known about WFC antecedents and consequences (Allen et
al., 2000; Byron, 2005; Eby et al., 2005; Michel et al., 2011), little is known about how to avoid
or reduce WFC (Major & Morganson, 2011). According to Eby et al. (2005), less than 1% of
all WFC research details the coping strategies individuals use to mitigate the negative effects of
this interrole conflict. This section will describes the limited research that is available. It covers
two types of factors: organizational factors and personal factors.
Organizational Factors
In general, WFC researchers have classified an organization’s interest in helping its
employees balance their work and family responsibilities in three ways: dependent care, workat-home programs, and organizational responsiveness to work-family issues (Eby et al., 2005).
These organizational factors can lower an individual’s perceived WFC and increase overall job
satisfaction.
Dependent care can be of two types: child and elder. Kossek and Nichol (1992) reported
that when employees used an on-site child care facility, they had a more favorable attitude
about their abilities to balance their work and their child care responsibilities. Goff, Mount,
and Jamison (1990) suggested that there is lower WFC among working parents when on-site
child care and supervisor support is provided. Research has also noted that the use of an on-site
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child care facility increased employee retention and had a positive effect on employee
recruitment (Rothausen, Gonzalez, Clarke, & O’Dell, 1998). Limited research is available on
WFC as a result of elder care issues (Lee, Walker, & Shoup, 2001; Kossek, Colquitt, & Noe,
2001). Lee et al. (2001) found that higher levels of depression in employees occurred when
they were balancing the dual roles of employee and caregiver. Organizational support
decreased the perceived levels of WFC an employee felt when he or she had a support from the
supervisor. Kossek et al. (2001) suggested that when the workplace encouraged sharing of
family concerns related to elder care, WFC among employees decreased.
Work-at-home programs, such as telecommuting, had mixed results on reducing WFC
among employees. L.K. Duxbury, Higgins, and Thomas (1996) reported increased stress,
higher role overload, and more work-family interface than employees who worked at work.
However, Hartman, Stoner, and Arora (1991) suggested that employees that initiated or
mutually-initiated work-at-home programs, rather than supervisor-initiated arrangements,
reported higher productivity and less WFC than non-telecommuters.
WFC among employees was lower when there was an organizational response to workfamily issues (i.e., dependent care, flexible career paths, and flexible work schedules). The
presence of a supportive supervisor reduced perceived levels of WFC among employees (Allen,
2001; S. Clark, 2001). When the organization and supervisor were supportive of a work-family
balance, the employee reported greater job satisfaction, productivity, and fewer turnover
intentions (Allen, 2001). Behson (2002) reported that when employees took advantage of
informal work accommodations such as rearranging a work schedule, taking work home, or
bringing children to work, WFC was reduced. Etzion (1984) suggested that job burnout is
reduced when an individual (especially men) feels supported by supervisors or coworkers.
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Several studies examined the organizational response to work-family issues, such as
work schedules, on family life. Individuals with nonstandard work schedules (i.e., shift
workers) reported higher perceived levels of WFC (Staines & Pleck, 1986). However, when
schedule flexibility was introduced, the levels decreased, especially among women (Staines &
Pleck, 1986). Rau and Hyland (2002) reported that organizations that offered flextime or
reduced-work load were more sought after than those that did not offer this benefit. Ralston
(1989) and Pierce and Dunham (1992) also suggested that flextime, and compressed
workweeks were how some employees reduced their WFC in their studies that examined two
government agencies.
In summary, organizational factors such as dependent care, work-at-home programs,
and organizational responses to work-family issues are the most frequently researched
constructs in the literature that are ways through which individuals can reduce their perceived
WFC levels (Eby et al., 2005). Unfortunately, this research does not include ways through
which organizations can help teachers attempt to maintain a work-life balance in order to
reduce their perceived levels of WFC. In addition to organizational factors, personal factors can
also lead to reduction of WFC levels.
Personal Factors
Overall, WFC researchers have explained personal factors such as social supports and
time management as ways in which individuals help balance their work and family
responsibilities (Byron, 2005; Eby et al., 2005, Michel et al., 2011). These personal factors can
lower an individual’s perceived WFC and increase overall job and life satisfaction.
According to House (1981),
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Social support involves the exchange of resources between at least two persons, with
the aim of helping the person who receives the support. It can involve providing
empathy, care, love and trust (emotional support), actual aid in time, money and energy
(instrumental support), information relevant to self-evaluation (appraisal support), and
advice, information and suggestions (informational support). (p. 39)
In the work domain, social support comes from sources such as colleagues and supervisors
(Carlson & Perrewe´, 1999; Michel et al., 2011). As previously discussed, higher perceived
levels of WFC are reduced when employees feel supported by their supervisors (Goff et al.,
1990). Similarly, social supports in among the family domain can also reduce WFC. Spouse
support has received most of the research attention for family social supports. Michel et al.
(2011) suggested that as spousal support increases, WFC decreases. The authors also suggested
that family social supports reduce levels of WFC in individuals who are married with children
more than they reduce WFC in non-married, non-parental coworkers (Michel et al., 2011).
Time management is another personal factor that can reduce WFC (Adams & Jex,
1999). Macan (1994) suggested that time management techniques of goal setting, making lists
and schedules, and organizational preferences can reduce strain and job dissatisfaction. Thomas
and Ganster (1995) reported that in general, time management techniques are a supportive
practice implemented by individuals who have lower levels of WFC. These time management
techniques can be utilized in a number of settings across both the work and family domains to
reduce perceived levels of WFC (Adams & Jex, 1999).
In summary, personal factors such as social supports and time management are ways in
which individuals have reduced their perceived WFC levels (Eby et al., 2005). Support from
work and family helps individuals to balance their work and family responsibilities in order to
reduce one’s WFC. Similarly, organizational factors such as dependent care, work-at-home
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programs, and organizational responses to work-family issues can help individuals cope with
higher perceived levels of WFC.
Literature Gaps
The phenomenon of WFC has a large research base (Byron, 2005; Eby et al., 2005;
Michel et al., 2011). The research examines the impact that gender, ethnicity, and occupation
have on WFC. Dating back to the 1960s, this topic has had many researchers’ attention.
Even though the research examines the impact of gender, ethnicity, and occupation on
WFC, not all occupations have been adequately studied. This is the case for education,
especially elementary education. Currently, the primary WFC research about teachers have
been Cinamon and Rich (2005). However, their research did not occur in the United States.
Therefore, they caution against “the generalizability [outside of Israel] of the findings because
of possible cultural differences in work-family relations among teachers” (p. 11). Also, their
research only focused on high school teachers. There is no mention of elementary teachers in
their studies. More recently, Ilies, Huth, Ryan, and Dimotakis (2015) researched how workload
and job distress in an educational setting can affect WFC levels for school employees in the
United States. Their findings indicated that antecedents such as workload and fatigue can
influence perceived levels of WFC.
No research about the antecedents specific to elementary teaching exists. Through Ilies
et al.’s research, they determined WFC models have included only common attributes of all
professions. As a result, further research is needed about elementary teachers’ WFC.
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Conclusion
This section examined the literature that pertains to WFC by reporting the theories,
antecedents, consequences, and coping strategies used when individuals experience high levels
of WFC. The next chapter presents the methods used in this mixed-methods study.

CHAPTER 3
METHODOLOGY
“There is no decision that we can make that doesn’t come with
some sort of balance or sacrifice.”
-Simon Sinek
This study focused on two purposes: a) to examine the perceived levels of WFC and a)
to explore the perceptions of WFC among elementary teachers in a Midwestern suburban
school district. In this chapter, the research design, participants, data-collection, and dataanalysis procedures of this study are presented.
Research Questions
The following Research Questions guided this study:
1. To what extent is work-family conflict experienced by elementary teachers, and what
demographic factors, specifically marital status, gender, parental status, participant age,
and job tenure, influence their work-family conflict scores?
2. What are the perceived antecedents of work-family conflict among elementary
teachers?
3. In what ways do elementary teachers attempt to maintain work-life balance?
4. How do elementary teachers describe the ways in which their teaching roles are
influenced by work-family conflict?
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Methodological Designs
Research studies in the areas of psychology and education are deeply rooted in the
postpositivist paradigm (Mertens, 2010). This worldview is most often associated with
quantitative research (Creswell & Plano Clark, 2011; Mertens, 2010). Its purpose is to collect
evidence about a psychological or educational phenomenon and determine a true or false claim
(Mertens, 2010). For example, in WFC research, quantitative studies are common (Adams &
Jex, 1999; Britt & Dawson, 2005; Carlson & Perrewe´, 1999; Frone, Yardley et al., 1997;
Kossek & Ozeki, 1998; Netemeyer et al., 1996; Witt & Carlson, 2006). However, using a
dedicated quantitative design does not allow for “how people interpret their experiences”
(Merriam, 2009, p. 23). For example, the WFC quantitative study conducted with high school
teachers in Israel (Cinamon & Rich, 2005; Cinamon, Rich, & Westman, 2007) did not go into
detail about the lived experiences of teachers. More specifically, the deeper understanding, or
the “essence and underlying structure” (Merriam, 2009, p. 23) of the phenomenon, was missing
from their study. Therefore, using a quantitative approach alone did not allow the researchers to
delve deeply into their participants’ experiences.
Qualitative research is rooted in the constructivism paradigm and attempts to examine
the world from the point of view of those who have lived it (Mertens, 2010). According to
Merriam (2009), the purpose of qualitative research is to “achieve an understanding of how
people make sense out of their lives, delineate the process (rather than the outcome or product)
of meaning-making, and describe how people interpret what they experience” (p. 14). This
research design would provide insight into how elementary teachers in the U. S. perceive their
levels of WFC. The qualitative design would also allow me to get a “richer and more complex
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picture of the phenomenon under study than do quantitative methods” (Mertens, 2010, p. 265).
However, using this research design alone may causes questions of credibility, transferability,
dependability, and confirmability.
According to Creswell and Plano Clark (2011), a mixed-methods design provides a
better understanding of a research problem than a quantitative or qualitative approach does
alone. Therefore, I chose to use an explanatory sequential mixed-methods design because it
allowed for a more thorough examination of how elementary teachers perceived their levels of
WFC. According to Creswell and Plano Clark (2011), this design is a “two-phase mixed
methods design in which the researcher starts with the collection and analysis of quantitative
data, followed by the collection and analysis of qualitative data to help explain the initial
quantitative results” (p. 411).
Using the explanatory sequential mixed method design, participation was completed in
two phases. In Phase 1, a survey (quantitative data) was administered to determine which
elementary teachers had various levels of WFC. Originally, high and low WFC scores were
going to be determined by using interquartile ranges. Based on those ranges, individuals with
high (equal to or greater than 26.25) or low (equal to or less than 11.5) levels of WFC would
have been asked to participate in Phase 2. However, the analysis did not yield the ranges of
WFC scores that were expected. Therefore, I adjusted the ranges to include individuals with
moderate WFC scores in addition to those with high or low WFC scores to help identify
possible Phase 2 participants.
Once a list of possible participants was identified, purposeful sampling was utilized to
obtain Phase 2 participants for this study. Phase 2 participants with high or low/moderate levels
of WFC completed one semi-structured interview and submitted six e-mail journals (qualitative
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data) so that a more complete picture of perceived WFC among elementary teachers in this
Midwestern school district could be constructed. Phase 2 participant responses were kept
confidential. Qualitative results presented in this study were in the form of aggregate data.
Furthermore, if a participant did not want the survey responses to be linked to him or her but
wished to participate in an interview and weekly journals, he or she could contact me directly.
However, no one took advantage of this option.
The next section provides background information about the school district in this
study. In addition, demographic information about the Phase 1 and Phase 2 participants is
presented.
Background of the Participant School District
School District 749 serves approximately 27,885 students and has a total operating
budget of $277.5 million (as per the district’s website). The district spans a 64-square-mile area
and is the fourth largest public school system in the state. There are 30 schools in the district:
17 elementary schools, seven middle schools, four traditional high schools, one alternative
school, and one preschool.
Over the last 2 decades, the school district has experienced increased growth and
diversity. In 1990, the district had five schools and about 3,500 students. By the early-2000s,
student enrollment had increased by an average of 2,400 students a year for about 5 years (as
per the district’s website). In 2009, the village that District 749 serves was named the fastest
growing village in the county due to affordable housing options for families (as per the
village’s website). Currently, the district’s enrollment is increasing at a more modest pace (i.e.,
an increase of a few hundred new students annually). Future projections suggest that the district
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will eventually serve 50,000 students in 55 schools (as per the district’s website). Table 1
displays the growth and changing demographics in District 749 since 1990.

Table 1
Comparative Demographic Information for School District 749
Total enrollment
Low income
Limited English proficient
White
Black/African American
Hispanic/Latino
Asian
American Indian/Alaskan Native
Native Hawaiian/other Pacific
Multi-racial

1990-1991
3,324
0.2 %
0.4 %
96.4 %
0.0 %
2.6 %
1.0 %
0.0 %
0.0 %
0.0 %

2014-2015
27,885
21.5 %
5.4 %
58.6 %
9.1 %
22.8 %
5.5 %
0.4 %
0.1 %
3.5 %

District 749 employed about 2,566 full-time staff members in the 2014-2015 school
year (state report card). Certified teachers accounted for approximately 1,566 of the staff
members (state report card) and about 90 staff members were non-union administrators. The
average teacher salary in 2014-2015 was $56,300 (school report card). This was lower than the
state average of $62,435. The average teacher had 10.1 years of teaching experience compared
to the state average of 12.9 years (school report card). Sixty-two percent of the teachers hold a
master’s degree or higher (school report card). Demographically, 92.1% of the teachers were
White and 77.8 % were female (school report card).
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Participants
The participants in this study were teachers from District 749. In order to participate,
individuals had to be an elementary classroom teacher and employed full-time by District 749.
Specialized elementary teachers were not considered for this study because their professional
roles and responsibilities varied from those of classroom teachers. Variations included student
population (e.g., special education students), number of students served, teacher qualification
(e.g. a speech pathologist cannot teach a general education classroom), and parent interaction.
District 749 does not employ part-time teachers in Grades 1-5 but does for kindergarten.
Kindergarten in District 749 is a half-day program, therefore, based on need, some kindergarten
teachers were only employed part-time. Part-time kindergarten classroom teachers were
excluded from the study as well for comparison purposes.
Phase 1 Design and Participant Demographics
Phase 1 of this study utilized a survey. To obtain a convenience sample, all elementary
administrators were contacted and asked permission to conduct a survey in their building. Even
though convenience sampling has been criticized to produce “information-poor” results
(Merriam, 2009, p. 79), the large sample size in this study increased the validity of the results.
During the initial contact, the administrators were provided with a written and verbal
description of the purpose and significance of this study. After permissions were obtained in
March of 2014, an e-mail invitation to participate in the survey was delivered to approximately
800 certified staff members in all 17 elementary buildings in District 749 through the district’s
e-mail system. No surveys were returned as undeliverable. Certified staff members were given
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8 days to complete the survey using the SurveyMonkey online survey platform. The estimated
time to take the survey was approximately 15-20 minutes.
The completion of the survey implied the participants’ voluntary consent to participate
in the study. Four hundred thirty-five staff members were classroom teachers, and 364 staff
members consisted of art teachers, music teachers, physical education teachers, social workers,
occupational therapists, special education teachers, school psychologists, speech pathologists,
etc.
Two hundred eleven (26%) certified staff members responded to the survey. Of those
respondents, 210 (99.9%) completed the entire survey while 1 (0.1%) partially completed the
survey. In total, 176 (84%) were classroom teachers, and 34 (16%) were non-classroom,
certified teachers. In order to be included in Phase 1 of the study, individuals needed to be a
full-time, elementary classroom teacher. Of the 176 eligible participants in Phase 1, 160
(90.9%) were female, 157 (89.2%) were tenured, and 140 (79.5%) held a master’s degree or
higher. Table 2 provides the full-time, elementary classroom teachers’ demographic data.
Phase 2 Design and Participant Demographics
In Phase 1, the final question of the WFC survey was used to identify possible Phase 2
participants. Of the 176 certified elementary classroom teachers who completed the March
2014 survey, 55 (31.3%) volunteered for Phase 2 of the study. After examining all possible
participants for Phase 2, 13 (23.6%) of 55 participants were purposely selected. The
participants were contacted by phone. Phase 2 was explained and verbal consent was obtained
from the elementary teachers. If an individual no longer wanted to participate, the person with
the next highest or lowest WFC score from Scale 1 of the survey was contacted. Of those who
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Table 2
Phase 1 Participants’ Demographic Data (N = 176)
Total participants

N
176

%
100

Female
Male

160
16

90.9
9.1

Full-time
Part-time

177
0

100
0.0

Tenured
Non-tenured
Highest level of education
Bachelor’s
Master’s
Doctorate
Family situation
Single (not living with anyone)
Living with significant other
Married or partnered
Divorced
Widowed
Have children
Yes
No

157
19

89.2
10.8

36
140
0

20.5
79.5
0.0

17
8
138
13
0

9.7
4.5
78.4
7.4
0.0

112
64

63.6
36.4

Gender
Employment status
Tenure status
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volunteered to participate in Phase 2, 12 (92.3%), were female. The average age was 39 years
and the average classroom teaching experience was 14 years. In addition, three teachers were
considered low WFC (equal to or less than 11.5), four were considered moderate WFC (less
than 20), and six were high WFC (equal to or greater than 26.25). Table 3 displays Phase 2
participants’ demographic information.
Prior to the semi-structured interview, the participants were required to read and sign an
informed consent form (Appendix B). The form was mailed to each participant along with a
postage-paid return envelope. The Phase 2 participants completed one interview. Merriam
(2009, p. 90), defined a semi-structured interview as an interview that is “more open-ended and
less structured” than a highly structured interview. The interview was digitally recorded for
later transcription. In addition to the interview, participants completed six e-mail journals
during 6 weeks. Pseudonyms were either assigned or selected by each participant to protect
their identities.
The next section describes the data-collection procedures in both the quantitative and
qualitative phases. Further explanation of the data-collection tools is provided within
subsections that follow.
Data-Collection Procedures
Data were collected using both quantitative and qualitative methods for this study.
Three subsections within this section parallel the data-collection phases in this study: a survey,
semi-structured interviews, and e-mail journals. Table 4 reveals which research questions
related to the selected data-collection instruments and participant groups.
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Table 3
Phase 2 Participants’ Demographic Data (N = 13)
ParticiWFC
Gender
pant
level
Erin
Low
Female
Duke
Low
Male
Shannon
Low
Female
Laura
Moderate Female
Penelope Moderate Female
Elena
Moderate Female
Roberta Moderate Female
Julie
High
Female
Lisa
High
Female
Margaret
High
Female
Carole
High
Female
Mandy
High
Female
Connie
High
Female
Note. All were White and tenured.

Age
47
44
49
26
50
43
27
35
29
33
44
43
35

Years
teaching
14
14
12
7
28
19
8
13
8
10
7
18
22

Family
situation
Married
Married
Divorced
Single
Married
Divorced
Married
Married
Married
Married
Married
Married
Married

Have
children
Yes
Yes
Yes
No
Yes
Yes
No
Yes
Yes
Yes
Yes
Yes
Yes

Education
level
Master’s
Bachelor’s
Master’s
Master’s
Master’s
Master’s
Master’s
Master’s
Bachelor’s
Master’s
Master’s
Master’s
Master’s

Phase 1: Survey Instrumentation
The data-collection instrument that was used in Phase 1 was SurveyMonkey, a popular
on-line survey tool. Teddlie and Tashakkori (2009) identify two frequently used formats for
surveys: personality inventory and attitude scale. An attitude scale is most often used in survey
research (Teddlie & Tashakkori). The survey design in this study also used an attitude scale to
help determine the perceived WFC among teachers working in the elementary setting. It
contained demographic and WFC closed-ended questions and took approximately 15-20
minutes to complete (Appendix C). An e-mail providing a brief description of the study and an
e-mail link leading to the survey was sent to the potential participants. One hundred seventy-six
classroom elementary teachers completed the survey within an 8-day period. Demographic
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Table 4

Semi
structured
interviews

Weekly
e-mail journal

Phase 1
participants

Phase 2
participants

√

√

√

√

√

What are the perceived antecedents of
WFC among elementary teachers?

√

√

√

In what ways do elementary teachers
attempt to maintain work-life balance?

√

√

√

How do elementary teachers describe the
ways in which their teaching roles are
influenced by work-family conflict?

√

√

√

Research
questions

Survey

Alignment Between Data-Collection Instruments and Participants

To what extent is work-family conflict
experienced by elementary teachers, and
what demographic factors, specifically
marital status, gender, parental status,
participant age, and job tenure, influence
their work-family conflict scores?

information was collected as part of the survey to adequately describe the population.
Embedded within this survey were two sections that included several statements on workfamily balance developed by Netemeyer et al. (1996). Only surveys that were completed were
used in this study.
In 1996, Netemeyer et al. designed a study to develop WFC and FWC measurement
Scales in response to the growing literature regarding the bidirectional nature of WFC and
FWC. Prior to the development of these scales, studies that examined the relationship between
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WFC and FWC varied greatly. In response to these variations in the literature, the purpose of
the Netemeyer et al. study was to develop and validate two measurements of WFC and FWC.
The researchers reported that they used procedures aligned with what the psychometric
literature supported when they developed their scales. The procedures included “item
generation and judging, measure purification, examination of dimensionality and internal
consistency, measurement invariance testing and construct validity assessment” (Netemeyer et
al., p. 402).
The researchers began with a long list of possible items to include in the measure. They
generated the list from previous works by other researchers (i.e., Bedian et al., 1988; Frone et
al., 1992; Kopelman et al., 1983) because they believed some of those items reflected WFC and
FWC concepts. Based on work-family conflict theory, the initial pool included 110 statements
that were categorized as time-based, strain-based, or behavior-based WFC or FWC statements.
Next, the researchers reduced the large pool to a more manageable number by asking four
faculty members from other universities to rate each statement in terms of whether it was very
representative, somewhat representative, or not representative of the researchers’ definitions of
WFC and FWC. Only statements that all four members found to be at least somewhat
representative were included. This process reduced the pool from 110 to 43.
Once the pool of statements was narrowed, Netemeyer et al. (1996) used three samples
to construct and validate the measurement. Sample 1 consisted of 182 teachers and
administrators. Sample 2 was comprised of 162 small business owners. Sample 3 included 186
real estate salespeople. Each sample responded to the 43 staements: 22 WFC statements and 21
FWC statements. After sampling was complete, Netemeyer el al. (1996) reduced the pool of
statements again based on several criteria. For example, statements that were redundant in
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wording were eliminated. Statements that had completely standardized factor loadings of <. 50
were deleted. This process left the researchers with 13 WFC and 11 FWC statements are the
first iteration.
For the second iteration, a slightly different set of criteria was applied. For example, it
eliminated statements that were redundant and those that had completely standardized factor
loadings of <. 60 instead of <. 50. Seven WFC and six FWC statements were used for the final
iteration. The last iteration used researcher judgment to reduce the number by three more. The
final WFC and FWC Scales each consisted of five statements. The Netemeyer et al. (1996)
study had an internal consistency of .88 for Scale 1 (WFC). For this study, Scale 1 (WFC) had
an internal consistency of .94.
For this study, only WFC was investigated. Consistent with the Netemeyer et al. (1996)
scales, this study used a 7-point Likert scale to assess participants’ perceptions. Participants
were asked to specify the degree to which they agreed with each statement in the WFC scale
and the FWC scale. The responses ranged from strongly disagree (1) to strongly agree (7).
Low scores indicated lower levels of WFC, and high scores indicated high levels of WFC.
Thirty-five points were possible in each scale. The total points for each statement response
were added together to determine an overall scale score. Using interquartile ranges of possible
scores for Scale 1, participants whose score equaled or was greater than 26.25 were considered
to have high levels of WFC and participants whose scores equaled or was less than 20 were
considered to have low-to-moderate levels of WFC.
The Netemeyer et al. (1996) WFC scale is an appropriate measure for this study for
several reasons. Unlike other research teams that combined WFC and FWC scales, the
Netemeyer et al. (1996) scales acknowledge the distinction between WFC and FWC and kept
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WFC and FWC separate. The Gutek et al. (1991) and Kopelman et al. (1983) instruments
combined WFC and FWC into a single scale that ignored the theoretical differences between
the two constructs. Second, the Netemeyer et al. (1996) scales went through the rigorous scaledevelopment process suggested by the psychometric literature, unlike the Gutek et al. and
Frone et al. (1992) measurements. This allowed me to focus on WFC. Combining the scales
may be why the Gutek et al. coefficient alpha estimates were lower than the Netemeyer et al.
scores. Third, the Netemeyer et al. measures are multi-item and have acceptable levels of
internal consistency that include generally agreed-upon characteristics of WFC. Fourth, the
Netemeyer et al. WFC scale is short. Longer instruments can be cumbersome and a burden for
respondents to complete. Therefore, the WFC scale allowed respondents to quickly answer
statements regarding their WFC. Next, the model created for this study examined only the work
and family domains. It purposely excludes other non-work-related activities. Finally,
Netemeyer et al. used teachers as a sample group to develop and validate their scales. Because
educators were used by them, I felt comfortable in using the scales in this study to determine
perceived levels of WFC among elementary teachers.
The next section describes the data-collection process in the second phase of this study.
Phase 2 data collection included two parts: one face-to-face interview and six e-mail journals.
The interview occurred first, followed by the e-mail journals.
Phase 2: Interview
According to Teddlie and Tashakkori (2009), interviews can be a powerful
data-collection tool because they allow for the interviewer to “ask for explanation of vague
answers or to provide clarification” (p. 229). Mertens (2010) suggested starting with broad
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questions and as the interview continues, to focus in on emerging themes. Therefore, this study
used a semi-structured, individual interview.
The face-to-face interview took approximately 25-60 minutes to complete. It consisted
of open-ended questions that were modified with permission by Mazerolle et al. (2008;
Appendix D). This interview guide was chosen because it was developed, used, and validated
by Mazerolle et al. Merriam (2009) defined a semi-structured interview as an interview that is
“more open-ended and less structured” than a highly structured interview (p. 90).
The interview was digitally recorded for later transcription. For the purpose of member
checking, the participants received an e-mail copy of their interview. Data analysis occurred
after the participant approved his or her interview transcript. Merriam (2009, p. 217) described
a member check as “feedback on your emerging findings from some of the people that you
interviewed.” Because this was a small study, a member check was completed with all Phase 2
participants in June, 2014.
Phase 2: Weekly E-mail Journal
According to Janesick (1999), journal writing is a major source of data in qualitative
research. It allows the participant to reflect on his or her experiences in a full and open-ended
way. In this study, Phase 2 participants engaged in six e-mail journals (Appendix E) as a
means to reflect on their personal experiences in related to WFC.
Based on WFC literature, six questions were developed that allowed a participant to
reflect on his or her experiences, perceived antecedents, and work-life balance. On the same
day each week for 6 weeks, a letter was e-mailed to the participants that contained a link to the
journal. The participants were required to respond to the question within 48 hours after
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receiving the e-mail. The question took approximately 10-15 minutes to answer. If a
participant did not respond to the question, I sent an e-mail reminder. If a participant did not
complete the week’s e-mail journal within 72 hours of the original sent date, the missing
journal was considered as a lost data set, and it was not included for that week. Member checks
were completed to ensure that my interpretations of the teacher experiences were accurate and
to make sure it they were reasonable based on participant experiences that each one had
documented at the time.
Data-Analysis Procedures
This study’s data were analyzed using quantitative and qualitative methods. Statistical
techniques were used to summarize the quantitative data. Transcription procedures and coding
procedures were used to summarize the qualitative data. In addition, steps were taken to ensure
the trustworthiness of the data. Table 5 displays a summary of the quantitative and qualitative
analyses along with the corresponding Research Questions.
Quantitative Data
The Netemeyer et al. (1996) Scales were used to assess perceived levels of WFC among
elementary teachers for the quantitative phase of this study. This section provides information
regarding the independent and dependent variables in the quantitative phase of this study. Five
independent variables and one dependent variable were identified.
Field (2009) defined an independent variable as “a variable thought to be the cause of
some effect” (p. 7). Independent variables in this study were chosen for reasons supported by
WFC literature. The five, gender, marital status, job tenure, parental status, and participant age,
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Table 5
Summary of Analyses With Corresponding Research Questions

Research questions
To what extent is work-family
conflict experienced by elementary
teachers, and what demographic
factors, specifically marital status,
gender, parental status, participant
age, and job tenure influence their
work-family conflict scores?

Quantitative
analyses
Descriptive
Nonstatistics
parametric
statistics
√
√

Qualitative
analyses
Interview E-mail
journals
√

√

What are the perceived antecedents
of WFC among elementary teachers?

√

√

In what ways do elementary teachers
attempt to maintain work-life
balance?

√

√

How do elementary teachers
describe the way in which their
teaching roles are influenced by
work-family conflict?

√

√

were used to help answer the first research question in this study.In the literature, gender has
been linked to WFC. This is this study’s first independent variable. Traditionally, men have
provided the primary financial support for the family. This has changed as more women have
entered the workforce. Research supports that working women experience more WFC than men
(Cinamon & Rich, 2005; L. K. Duxburry & Higgins, 1991; Kossek, & Ozeki, 1998; Michel et
al., 2011;Parasuraman & Simmers, 2001). For example, Burke and McKeen (1989) suggested
that work-role conflict has led women to feel more guilt and anxiety regarding their part in
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traditional roles because they have had to divide their time between the work and family
domains. Because of research identifying higher levels of WFC among women and the fact
that teaching is primarily a female-dominant profession, especially at the elementary level,
gender was chosen as an independent variable.
Marital and parental status has also been linked to WFC. In general, research supports
that individuals who are married and have children often have more family-role responsibilities
compared to individuals who are single and do not have children (Michel et al., 2011). These
variables are very common among the literature. This could be assumed to be true for educators
as well because they can be married with children. Thus, marital and parental status were
chosen as independent variables.
The final independent variable that was used was work characteristics. Work
characteristics have had little research in the WFC literature. However, they are important to
educators. Tenure provides teachers with job security, and teachers may have less WFC if they
are not in fear of losing their job (Dorman, 2003). For this reason, job tenure was chosen as an
independent variable.
Field (2009) defined a dependent variable as “a variable thought to be affected by
changes in an independent variable” (p. 7). Using independent and dependent variables, a
number of descriptive and parametric statistics were used to analyze the data. According to
Teddlie and Tashakkori (2009), the purpose of descriptive statistics is to “understand the data,
detect patterns and relationships, and better communicate the results” (p. 258). This study used
three of the most frequently used types of descriptive statistics when analyzing the survey data:
frequency tables and graphs, measures of central tendencies, and measures of variability
(Teddlie & Tashakkori).
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In order to determine which statistic to use, all of the independent and dependent
variables were identified as either categorical or continuous as well as binary, nominal, or
interval in their level of measurement. Table 6 displays the variables and the level of
measurement for each one.

Table 6
Independent and Dependent Variables
Variable
Gender
Marital status
Job tenure
Parental status/ number of children
Participant age
Work-family conflict score

Independent
or dependent
Independent
Independent
Independent
Independent
Independent
Dependent

Type of
variable
Categorical
Categorical
Categorical
Categorical
Categorical
Continuous

Level of
measurement
Binary
Binary
Binary
Nominal
Nominal
Interval

Family-work conflict score

Dependent

Continuous

Interval

Descriptive statistics used in this study were statistics considered to be central
tendencies. Field (2009) defined a central tendency as “a generic term describing the center of a
frequency distribution of observations as measured by the mean, mode, and median” (p. 782).
Mode is “the score that occurs most frequently in the data set” (p. 21). Mode was used to
identify parental status (number of children). Median scores are another way to quantify the
center of a distribution. The median is “the middle score when scores are ranked in order of
magnitude” (p. 21). According to Field (2009), nominal variables cannot be described using
the median because they do not have a numerical value; therefore, parental status did not have a
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median score. However, the median was used with the independent and dependent variables
that are interval variables. The mean is the numerical average score (Field, 2009). I used the
mean to describe the WFC and FWC scores from the survey in both the work and family
domains.
Field (2009) described parametric statistics as statistics that are based on a normal
distribution and that require that four assumptions be met in order to be considered accurate.
The assumptions are “a normally distributed sampling distribution, homogeneity of variance,
interval or ration data, and independence” (p. 791). Field (2009) also defined non-parametric
statistics as “statistical procedures that do not rely on the restrictive assumptions of parametric
tests. In particular they do not assume that the sampling distribution is normally distributed” (p.
790). Field (p. 822) provided a diagram that I used to help me determine which statistical
(parametric or non-parametric) tests were most appropriate to use to address the research
questions. Table 7 identifies each independent variable and the corresponding statistical
procedure to examine its influence on the dependent variable.
I originally planned to use parametric test procedures for the analyses; however, the
data were not normally distributed as indicated by the Shapiro-Wilk test of normality (p = <
0.01). Figure 1 displays the Q Plot of the data distribution for Scale 1.
Therefore, I used a Kruskal-Wallis test to analyze four of the five variables. In addition
to the Kruskal-Wallis test, the Pearson Correlation Coefficient test was used for one variable.
According to Field (2009), the Pearson statistical test is used to examine the strength between
variables. It can be positive or negative with values of 1 to -1 (Field, 2009; Pallant, 2007). A
“positive correlation indicates that as one variable increases so does another. A negative
correlation indicates that as one variable increases the other decreases” (Pallant, 2007, p. 101).
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Table 7
Statistical Analysis
Independent
variable
Gender

Type
Categorical

Level of
measurement
Binary

Dependent
variable
WFC

Type
Continuous

Level of
measurement
Interval

Job tenure

Categorical

Binary

WFC

Continuous

Interval

Number of
children
Marital status

Categorical

Nominal

WFC

Continuous

Interval

Categorical

Binary

WFC

Continuous

Interval

Participant Age

Categorical

Ratio

WFC

Continuous

Interval

Scale 1 (WFC)
Figure 1. Q Plot of the Data Distribution for Scale 1

Statistical
analysis
KruskalWallis test
KruskalWallis test
KruskalWallis test
KruskalWallis test
Pearson’s
correlation
coefficient
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In this study, I examined the correlation between participant age and WFC and FWC scores.
However, Pallant (2007) cautioned that there are issues associated with the use of correlations
including outliers, causality, and practical significance.
Finally, the internal consistency was reported using Cronbach’s coefficient alpha. An
analysis of the Netemeyer et al. (1996) WFC and FWC scales was computed and determined to
be reliable. The Cronbach’s coefficient alpha values can range from 0 to 1 (Field, 2009; Pallant,
2007). Higher levels indicate greater reliability.
Transcription Procedures
During the data-collection process, the interviews were digitally recorded. I was
responsible for all transcription. Inqscribe and Microsoft Word were used to complete this
process. E-mail journals were also transcribed by cutting and pasting the journal responses into
a Microsoft Word document.
The transcription of the interviews and e-mail journals was literal. The only editing that
was done was to assign pseudonyms to protect the identity of the participants. As suggested by
Mertens (2010), nonverbal behaviors were considered as well as laughter, pauses, emotions,
and gestures from the face-to-face interviews. These behaviors were notated inside of
parentheses within the transcribed text. The data-collection process and analysis in Phase 2 was
completed simultaneously. Merriam (2009) suggested that waiting until the end of the data
collection to analyze may be overwhelming, which can lead to unfocused and repetitious
reporting of the data.
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Coding Procedures
After the transcription process, the interviews and e-mail journals were coded for
themes. Creswell and Plano Clark (2011) suggested that “the core feature of qualitative data
analysis is the coding process” (p. 208). Merriam (2009) identified three phases in the coding
process: open, axial, and selective coding.
During the first phase, open coding, the coding process was begun by looking for
interesting bits of data and assigning them codes (Merriam, 2009). The initial coding of data
yielded 112 codes. Next, categories were formulated through axial coding. According to
Merriam (2009), when coding, “the challenge is to construct categories or themes that capture
some recurring pattern that cuts across your data” (p. 181). The purpose was to reduce the
number of categories. To that end, coded data that were similarly coded were consolidated. For
example, “collaboration opportunities with coworkers” and “team planning time” were
combined into a new category, “instructional planning with coworkers.” This coding reduced
the categories from 112 to 78.

In addition, I removed coded items with fewer than 10 total

occurrences from the Phase 2 participants’ interviews and journals. This reduced the remaining
categories from 78 to 24.
The data examination continued into Merriam’s third phase, selective coding (2009).
During this phase, the core categories were developed based on the recommendations of
Merriam (2009). The researcher suggested that while constructing categories, several criteria
should be met. First, the categories should “be responsive to the purpose of the research”
(p.185). The categories shared help to determine the answer to the research questions. Second,
the categories should “be exhaustive” (p. 185). All data should be able to be placed into the
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specified categories. Third, the categories should “be mutually exclusive” (p. 185). The data
should “fit into only one category” (p.185). Fourth, categories should “be sensitizing” (p. 186).
The labels should be easily understood by people not familiar with the study. Finally, the
categories should “be conceptually congruent” (p. 186), meaning that the “same level of
abstraction should characterize all categories at the same level” (p. 186). These criteria allowed
for this study’s categories to be reduced further into four higher order themes and 11 lower
order themes. To protect the participants’ privacy, a codebook was created and kept in a locked
drawer that was only accessible to me. A replication of the higher and lower order themes is in
Appendix F.
Time Frame for Study
Data collection for this study occurred over a 12-week period. The quantitative phase
lasted approximately 4 weeks followed by the qualitative phase that lasted for the remainder of
the time. During the first 4 weeks, I administered and analyzed the survey. During Weeks 5-12,
I conducted and transcribed the semi-structured interviews. During Weeks 6-11, the Phase 2
participants completed the six e-mail journal responses.
Steps to Ensure Trustworthiness
A number of steps were taken to ensure the trustworthiness of the qualitative data.
These steps helped to ensure that the number of possible threats to the trustworthiness was
reduced. Teddlie and Tashakkori (2009) suggested that if quantitative and qualitative data are
“valid and credible, then the mixed-methods study will have high overall data quality” (p. 208).
The quantitative data were checked for validity, reliability, and objectivity. Likewise, the
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qualitative data were checked for credibility, transferability, dependability, and confirmability.
Generalizability was not considered as a threat because I did not claim it from this study. Table
8 provides a snapshot of possible threats to this study’s trustworthiness and how those threats
were mitigated.
Quantitative
To ensure that this study has validity, a survey was used that was developed by
Netemeyer et al. (1996). This survey has been widely used in WFC research and has proven to
be valid. The history of events can also threaten validity. Campbell and Stanley (1963)
suggested that history can influence the results of a study. Therefore, certain time frames in the
school year that are historically stressful were avoided, such as during report card time, the
beginning or end of the school year, and before or immediately after breaks.
Then, the reliability of the data was examined. This was done by supporting the
quantitative data with the qualitative data so that examples could be provided for the reader.
This study is more reliable because it is supported both quantitatively and qualitatively. Finally,
objectivity was a threat because I am considered an “insider.” Being an insider was an
advantage to me because when teachers discussed terminology or initiatives specific to this
district, I did not need to ask clarifying questions. However, to mitigate this threat, the survey
used was developed by another researcher in the WFC field, and I used member checks to
ensure that I captured the meaning of the participants’ spoken and written words.
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Table 8
Summary of Threats to This Study’s Trustworthiness
Research
method
Quantitative
(Phase 1)

Qualitative
(Phase 2)

Concerns

Steps to ensure trustworthiness

Validity

Do the survey
questions adequately
measure WFC?

I used a survey developed by Netemeyer et al.
(1996) and validated by other researchers in
studying WFC.

Reliability

Are the results
reliable?

I provided qualitative support from the interviews
and e-mail journals to the quantitative results.

Objectivity

Is the researcher
presenting her own
biases?

I bracketed my experiences regarding this study
(Merriam, 2009).

Credibility

What are the
perceptions of the
teachers’ experiences
compared to the
reality?

I completed a triangulation of the data drawing
from both quantitative (survey) and qualitative
(interviews and e-mail journal) sources of data
(Creswell & Plano Clark, 2011; Mertens, 2010).
I also completed member checks with all
participants who were interviewed (Mertens,
2010).

Transferability

Are these experiences
similar to other
teachers in different
educational settings?

I provided “thick descriptions that allows the
reader to make a judgment about the applicability
of the research to another setting” (Mertens,
2010, p. 430).

Dependability

Are the conclusions
made by the
researcher clear?
Is the researcher
presenting her own
biases?

I provided a clear explanation of how all themes
were identified (Mertens, 2010).

Confirmability

I bracketed my experiences regarding this study
(Merriam, 2009).
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Qualitative
First, to ensure the credibility of the data, I triangulated multiple quantitative and
qualitative data sets. According to Teddlie and Tashakkori (2009), triangulation is the
“combinations and comparisons of multiple data sources, data collection and analysis
procedures, research methods, investigators, and /or inferences that occur at the end of a study”
(p. 346). This study triangulated the data from the survey, individual interviews, and the e-mail
journal responses in order to identify emerging themes. Credibility was also achieved by the
use of member checks. Merriam (2009) identified member checks as a way to rule out
misinterpretations of those interviewed because the researcher gathers confirmation of the
findings through member checks. In this study, the participants read the transcripts from their
interview and noted any misinterpretations I had made. This was completed after I analyzed the
quantitative and qualitative data.
Second, transferability was addressed by providing “thick descriptions that allows the
reader to make a judgment about the applicability of the research to another setting” (Mertens,
2010, p. 430). Because this study occurred in only one educational setting, it was crucial that I
provided rich descriptions by teachers when reporting results. Merriam (2009) suggested that
the researcher has an “obligation to provide enough detailed descriptions of the study’s context
to enable the readers to compare the fit with their situation” (p. 226).
Third, the dependability of the data was established by providing a clear explanation of
how all themes were identified and noting any changes (Mertens, 2010). In this study, I
described the initial open coding process, followed by axial coding, and refined the themes by
using selective coding. Finally, threats to confirmability were mitigated by bracketing my
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experiences so that all possible biases were clearly identified in order to reduce my perceptions
of WFC so that the findings are supported by the collected data. The next section describes how
I bracketed my experience.
Bracketing the Researcher's Experience
As a child, I remember that all I ever wanted to be was a teacher. During college, I did
not waver in my journey. I knew that I was meant to teach. After graduation, I was hired as a
5th-grade teacher, and I was thrilled and nervous at the same time. Like all first-year teachers, I
had successes and failures, but I was determined to continue down the teaching path.
After my first year of teaching, I got married and moved to another state. Once again, I
obtained a teaching job and worked for several years as a 4th-grade teacher. During this time, I
improved my craft. My evaluations were excellent, and my colleagues often asked me for
advice on how they could perfect their abilities. However, it was during this time that I began
to experience a shift in my feelings towards education. While teaching 4th grade, I had two
children with my husband. It was also during this time that I earned a master’s degree in
reading education and I began my doctoral classes. I found it difficult to balance my work life
with my family life, and I began to consider a career change for the first time since I became a
teacher.
Fortunately, it was during my doctoral classes that I first became interested in WFC. As
I researched the topic, I began to realize that I had what I perceived as high levels of WFC.
Through my research, I became aware of what WFC was, possible antecedents, its
consequences, and coping strategies to better manage my experiences. As I gained a further
understanding of this phenomenon, I began to wonder how many other teachers experience this
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same thing. Therefore, I decided to complete my dissertation on this topic. In addition, I have
chosen to continue my path in education because I am a teacher in every sense of the word, and
I have known that since I was a child.
I am happy to say that for the past 14 years, I have been a full-time employee of the
researched school district. During this time, I have held a variety of teaching positions
including classroom teacher, differentiation specialist, and reading specialist. During my time
in this district, I have worked in 3 buildings whose teachers were included in this study. I was a
classroom teacher in one building for 2 years, a classroom teacher and a differentiation
specialist in a second building for 5 years, and a reading specialist in the third building for 5
years. During those years, I was very active on district committees and school improvement
teams. This had given me several opportunities to work collaboratively with possible Phase 1
and Phase 2 participants. In addition, I had limited work experiences with three Phase 2
participants through professional development opportunities that I provided at the district level
as a reading specialist. However, I did not work in the same building as any of the Phase 2
participants nor did I have any relationship with them beyond the short training I previously
had provided them. Thus, I felt that I did not need to exclude those participants from the study.
In addition, after all research for this study was completed, I took a new position as an
administrator in this school district. However, no Phase 2 participants are located in the
building I work in for my new role.
Through these experiences, I have had many successes and challenges that have helped
form who I am today as a teacher, administrator, mother, and wife. The trick has been the
balancing act between my work and family lives.
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Conclusion
In this chapter, the methodology of this study was presented. This includes the research
design, participants, data-collection, and analysis procedures of this study. In the next chapter,
the data is summarized and reported using descriptive statistics and emerging themes. Through
the data-analysis process, I hope to provide the reader a better understanding of the perceptions
of WFC among elementary teachers.

CHAPTER 4
FINDINGS
“There's no such thing as work-life balance. There are work-life choices,
and you make them, and they have consequences.”
-Jack Welch
This chapter presents the findings of the study. The purpose of this study was twofold:
a) to examine the perceived levels of WFC, and b) to explore the perceptions of WFC among
elementary teachers in a Midwestern suburban school district. The data to answer the Research
Questions were collected from a survey, semi-structured interviews, and journal responses.
Unless otherwise indicated, all participant quotations are taken from interview transcriptions or
journal responses.
This chapter is organized into two sections: quantitative Phase 1 and qualitative Phase
2. The quantitative Phase 1 presents the data for Research Question 1. The qualitative Phase 2
describes the data for Research Question 2, Research Question 3, and Research Question 4. In
addition, the demographics of the participants in each phase will be described.
In this study, a survey (quantitative data) was conducted in Phase 1 to determine which
elementary teachers had high and low levels of WFC. In Phase 2, interested teachers with high
or low levels of WFC completed a semi-structured interview and submitted six e-mail journals
(qualitative data) so that I could create a more complete picture of the perceived WFC among
elementary teachers in this Midwestern school district.
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Quantitative Phase 1
This section describes Phase 1 of this study. This portion describes the demographics of
the Phase 1 participants and starts to identify the degree of WFC experienced by the teachers.
The first research question is, “To what extent is work-family conflict experienced by
elementary teachers, and what demographic factors, specifically marital status, gender, parental
status, participant age, and job tenure, influence their work-family conflict scores?” The most
highly rated item in Scale 1 (Table 9) was, “Things I want to do at home do not get done
because of the demands of my job”.

Table 9
Netemeyer et al. (1996) Work-Family Conflict Survey Measures (Scale 1; N = 176)
Mean
Due to work-related duties, I have to make changes to my plans for
family activities or miss out on family-related activities.

4.45

Standard
deviation
1.88

My job produces strain that makes it difficult to fulfill family duties.

4.64

1.71

The amount of time my job requires makes it difficult to fulfill my
family responsibilities.

4.75

1.74

The demands of my work interfere with my personal and family life.

5.07

1.73

Things I want to do at home do not get done because of the demands 5.23
1.75
of my job.
Note. In Scale 1, family is defined as including parents, siblings, grandparents, and other close
relatives involved in participants’ lives.
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Tables 10 provides the descriptive statistics for Scale 1. WFC scores were M = 24.15,
Median = 25.0, SD = 7.93 for Scale 1 (family defined as including parents, siblings,
grandparents, and other close relatives involved in participants’ lives).

Table 10
Phase 1 Descriptive Statistics for WFC Scale 1
Statistic
Mean
Std. error
95% confidence interval for lower bound
mean
upper bound
Median
Std. deviation
Minimum
Maximum
Range
Interquartile range

24.15
.56
22.97
25.33
25.00
7.93
5.00
35.00
30.00
12.75

For Scale 1, female participants’ scores were higher (M = 24.52, Median = 25.0, SD =
7.83) than males (M = 20.71, Median = 19.0, SD = 8.74). Although for scale 1 the females’
scores were higher than the males’, this difference was not statistically different. Using the
Kruskal-Wallis test, no differences were revealed between females’ and males’ perceived level
of WFC for Scale 1 (X2 (1) = 2.80, P = 0.09).
Tenured participants’ scores (M = 23.90, Median = 25.0, SD = 8.13) were comparable
to non-tenured participants (M = 25.53, Median = 26.0, SD = 5.92). No differences between the
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two types of participants were shown when I used the Kruskal-Wallis test for Scale 1 (X2 (1) =
0.20, P=0.65).
Participants with children scores (M = 23.57, Median = 25.0, SD = 8.13) were
comparable to participants without children (M = 23.76, Median = 25.0, SD = 7.60). The
Krusal-Wallis test revealed no differences between these groups (X2(1) = 0.48, P = 0.49).
In this study, marital status was categorized as single (never married or partnered),
living with a significant other, married or partnered, divorced, widowed, or other. The three
most frequently identified categories were married or partnered, single (never married or
partnered), and divorced. Married or partnered was the most common with 77.7 % for Scale 1.
Married or partnered participants’ scores (M= 24.55, Median= 25.0, SD= 7.90) were
comparable to both single (never married or partnered) and divorced participants’ scores. In
addition, a Pearson Correlation Coefficient was run to determine the relationship between
participant age and participant perceived levels of WFC. There was no correlation or statistical
significance 1(r = .09, p = .25).
In summary, similar to other professions previously researched, the participants did had
high levels of WFC. In this study, age, gender, marital status, and tenure did not have a
significant influence on perceived levels of WFC. The next section discusses the results of the
qualitative portion of this study.
Qualitative Phase 2
This section presents the results from Phase 2 of this study. Qualitative data were
collected and used to answer Research Question 2, 3, and 4. This portion will describe the
demographics of the Phase 2 participants and starts to identify the perceived antecedents of
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WFC among teachers, the ways in which educators maintain work-life balance, and how
teachers describe the ways in which their teaching roles are influenced by WFC.
Emergent themes were used to describe the perceptions of WFC among elementary
teachers. Seven emergent themes (work at home, schedule inflexibility, lack of pay, parent
expectations, social-support systems, coping strategies, and perceived instructional
interference) were identified to answer Research Question 2, Research Question 3, and
Research Question 4. Each higher order theme was presented along with its lower order
themes. Participant comments made during the interview and e-mail journals were utilized to
support the findings.
Research Question 2
The second research question is, “What are the perceived antecedents of work-family
conflict among elementary teachers?”
The participants in this study provided numerous examples of antecedents that led to
higher perceived levels of WFC among elementary teachers. These antecedents are referred to
as work characteristics in this study. Work characteristics are defined as the characteristics such
as schedule flexibility, salary, or job autonomy within the work domain that influence role
performances. Perceived negative work characteristics are the antecedents the elementary
teachers believed contribute to increases in levels of WFC. Four lower order themes were
identified by the Phase 2 participants: work at home, schedule inflexibility, lack of pay, and
parent expectations as antecedents that increased their levels of WFC. Table 11 provides a
summary of the higher order theme and the lower order themes related to Research Question 2.
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Table 11
Emerging Themes for Research Question 2
Higher order theme

Lower order themes

Work characteristics

Work at home
Schedule inflexibility
Lack of pay
Parent expectations

Work at Home
Teacher comments from the interviews and journals indicated that bringing work home
on nights and weekends leads to increased levels of WFC. For example, Laura stated, “I feel
like I bring work home a lot. I don’t have a lot of ‘home’ that I bring to work with me”
(Interview). Similarly, Roberta often finds herself planning for students at home. She reported,
“I spent 4 hours on Sunday planning and grading. I also came in 2 hours early on Monday to
complete my planning” (E-mail Journal 1). Likewise, Penelope commented, “I make a decision
on a daily basis, “what do I need to do at home for my work? It does take its toll” (Interview).
Not unlike Penelope, Lisa expressed frustration with the amount of planning at home that she
does and stated, “They just pile on a few more things, and we’re up until midnight doing stuff”
(Interview). Mandy conveyed the same sentiment when she said, “I take so much of it home. A
lot of my time on weekends is spent grading and entering things in the computer” (Interview).
Connie reported bringing work home as well. Her main reason was that she can’t get it done at
work. She commented,
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I have to take time out of family time to work on grades. It gets frustrating for everyone,
especially my husband. He is beginning to understand that the demands of my job don’t
end at the end of the school day and I have to bring work home with me. (Interview)
Schedule Inflexibility
Another work characteristic that teachers reported as leading to higher levels of
perceived WFC is schedule inflexibility. Lisa wants more flexibility in her day. She said, “We
need more flexibility, perhaps, with the way that the job looks. I can’t take my children to the
doctor unless I take a sick day, even if that means I’ll only miss an hour of work” (E-mail
Journal 2). She also commented,
It would be nice to have the type of job that I could go in a little later or change my
hours slightly if there was a family situation. I’d like the freedom to check in on home
things if I need to. (E-mail Journal 2)
Mandy also discussed schedule flexibility. However, she indicated a similar sentiment. She
stated, “Although teaching affords long summer and winter breaks, the inflexibility of schedule
during the school year is very hard on a family” (Interview). Shannon also stated schedule
inflexibility was a source of WFC. She said,
My older son broke his foot over the weekend. I am not able to be home to help him
with getting things he needs and getting him around because I cannot stay home with
him. I need to be at work. He is not complaining, but he did make a comment that his
girlfriend has to help him out because I’m not around. (E-mail Journal 4)
Margaret also noted that schedule inflexibility affects how she teaches during the day. She feels
that she needs to cut lessons short and misses “teachable movements” because she needs to
stick to a schedule. She reported, “I have a set schedule, and I cannot deviate from it. There is
no give within the day” (E-mail Journal 3). Whereas, Julie commented that schedule
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inflexibility can lead to conflicts with coworkers. She said, “I was told that my colleague
doesn’t feel like she can talk to me and plan because during my lunchtime, I need to leave and
breastfeed my baby” (E-mail Journal 1).
Lack of Pay
Teachers indicated lack of pay was a work characteristic that leads to higher levels of
WFC. Shannon is a single mother with four children. She reported not being able to give her
children everything she wants to because of the low salary. She stated,
It’s hard because when my girls went to college, it was all on them. Even if I wanted to
help them, there’s no way. I can’t give them things all the time that I want to give them.
Even like some sports, my older son pays for some, and I pay [for] some of his stuff. I
feel like, as a parent, I would like to [be], able to pay for his activities. I feel like that’s a
normal expectation for a kid to have a parent to do that, but do we want to eat this
week? Do we want to buy soap and shampoo? In order to do so, then my children have
to pay for some stuff. (Interview)
Elena also commented on the lower pay influencing her time spent with her family. She
indicated that she has taken on after-school teaching responsibilities to help supplement her
income. However, she doesn’t get to spend a lot of time with her children because of this
commitment. Elena said, “When I moved here, I took a $15,000 pay cut” (Interview). She
continued, “I’m finally to where I was, but I decided to teach Title 1 for some extra money. The
problem is [that] we get out so late, I don’t get to see my kids as much as I want” (Interview).
Even though Duke doesn’t supplement his income with additional work opportunities, he
commented that he feels he does not contribute enough money to his family. He said, “I would
love to provide a little bit more money, but this is our profession, not a whole lot we can do”
(E-mail Journal 3). He went on to say, “My wife makes considerably more money than I do,
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and that’s a hard dynamic because that doesn’t fall along with the traditional sense of the
family” (Interview).
The lack of pay also impacts some teachers’ decision to serve on committees. Roberta
reported, “I feel like right now, I don’t want to join committees or things like that because it’s
not really worth my time. The pay, if you do get paid, is not that good after taxes” (E-mail
Journal 3). Similarly, Margaret reflected on having to make a decision about whether or not she
could be a member of a hiring committee. It was important to her to be on the committee
because she wanted to give her input on the future assistant principal of her children’s school.
She said,
As a future parent, I have even more invested in my school than most, both personally
and professionally. Sacrificing my family time for something that could greatly impact
the school is worth it. However, there are times, such as this, that the need to stay late
for whatever reason has a financial impact. Since my husband works second shift, any
time I stay after the end of the school day, we have to pay for a babysitter. There are
times when the cost is a strain on us financially. (E-mail Journal 5)
Parent Expectations
The final work characteristic identified by the participants that led to higher levels of
WFC were unrealistic parent expectations. Laura stated, “Parents make things kind of difficult
at times. They’re not as supportive, it seems, as they used to be” (Interview). She continued and
expressed that this makes her feel like she needs to defend herself. For example, she said,
I have had parents that have not been supportive and that’s difficult to deal with.
Especially when they tend to go straight to administration. They want to go straight
over your head to your boss instead of discussing things with you. Then that’s very
stressful because you’re then having to explain yourself to two different people. I think
it comes down to feeling like you have to defend yourself. That is really tough on
teachers. (Interview)
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Penelope also commented that the lack of parent support can make her job difficult. She stated,
“I try to help the parent understand what we can put in place so the skills and goals are always
to become a learner. However, sometimes what the parent wants is what the child will receive”
(Interview).
Additionally, some teachers felt that parents crossed boundary lines. For example,
Margaret said, “Parents are asking for so much. I find that because I give everything to their
kids, I have nothing to give to mine when I get home” (E-mail Journal 4). Mandy also
commented on the high expectations made by parents. She reported, “When a parent is
unappreciative and I know I’ve tried my hardest and spent all this time doing stuff and it still
wasn’t good enough for them, then I’m just done” (Interview). Moreover, Carole noted that
some parents expect teachers to attend an unreasonable number of night activities at the school.
She said, “I’ve gotten snarly remarks from parents when I didn’t attend a PTO night because I
was attending my own child’s family night at her school” (E-mail Journal 2). Furthermore,
Carole reported that she has been asked by parents to watch their children during non-school
hours. She stated,
We had a math science night at our school, so teachers were asked to volunteer. It was a
great night. However, somehow I ended up babysitting a student due to her mom having
to play in a softball game. I’m not sure how that happened. Now she is wanting to drop
the girl off in my room before school when she has an early meeting [i.e., the mom]. I
have early morning meetings too. Why is this my problem? (Interview)
Likewise, some teachers felt that parents trusted their teaching abilities less because
they did not have children of their own. For example, Roberta said, “I guess some of my
parents don’t think I know what I’m doing because I don’t have my own kids. I think I get a lot
of flak about that” (Interview). Similarly, Laura commented, “At conferences I constantly hear,
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‘you don’t understand because you don’t have kids.’ I’m so sick of that. You don’t need to
have kids to be a good teacher, you know” (Interview). In addition, Roberta stated her
professional integrity is often challenged at conferences. She said, “A lot of my parents
automatically assume that I don’t understand their child because I don’t have children, so I
can’t possibly know what families go through at night” (Interview).
Summary
Overall, teachers in Phase 2 indicated that certain characteristics of their job leads to
higher levels of WFC. One higher order theme, work characteristics, emerged from the data as
a primary antecedent that increased the elementary teachers’ perceived levels of WFC in this
study. In addition, four lower order themes were identified by the Phase 2 participants: work at
home, schedule inflexibility, lack of pay, and parent expectations. The next section provides
data on how teachers attempt to maintain balance in their lives.
Research Question 3
The third research question is “In what ways do elementary teachers attempt to maintain
work-life balance?”
According to the data collected from the semi-structured interviews and on-line
journals, elementary teachers attempt to maintain work-life balance in a number of ways. The
following 2 higher order themes emerged from the data: a) social-support systems and, b)
coping strategies. Table 12 provides a summary of the higher order themes and the lower order
themes related to Research Question 3.
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Table 12
Emerging Themes for Research Question 3
Higher order themes
Social-support systems
Coping strategies

Lower order themes
Family support (spouse, kids)
Colleague support (coworker, friend, administration)
Role separation
Self-care (faith, exercise, therapy)
Acceptance
Personal organization (time management, organization)

Social-Support Systems
For teachers in Phase 2 of this study, social support was instrumental in being able to
manage a balance between work and family obligations. In this study, social supports are
defined as the interactions an individual has with at least one other person that heightens the
individual’s self-importance. The social supports for teachers came from individuals in the
work setting as well as family and friends.
Family support was a frequently found support system for elementary teachers in this
study. Participants consistently conveyed that getting support from their spouses or partners
and children was instrumental in their ability to maintain work-family balance. For example,
Duke can balance work life and home life better when his spouse can help with the children. He
stated, “This week my wife was home and not traveling. She was able to bring the kids to
soccer and make dinner while I finished up some things at work. This week, life was good” (Email Journal 4). Penelope also expressed that the support of her husband makes balancing work
and home life easier. She said, “My husband knew ahead of time I needed some time this
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weekend to work, so we planned our weekend accordingly” (E-mail Journal 4). Lisa also
suggested that the support from her husband helps balance her roles. She reported,
My wonderful husband knows how hard it is to balance work and home, and so he
cooks dinner every night and never has any expectations for what the house “should”
look like or complains if laundry piles up. I can’t help but have a guilty feeling for not
doing what I think other wives or mothers do in their home, but he happily takes so
much home responsibility, it frees me up to play with the kids which is a huge priority
of mine. He doesn’t mind if I have an after-school event because he helps at
home.(Interview)
Lack of family support can also add to the high levels of WFC the teachers in this study
experienced. For example, Carole stated that she wished her family would help out more. She
said, “I can’t do everything in both places. My family needs to help me out more, and they just
won’t. It’s so frustrating when I have papers to grade and dishes to do, and they are just
watching T.V.” (E-mail Journal 1). Similarly, Connie also expressed her lack of being able to
balance her work and home life when her family members do not contribute to the overall
functions of the family. She stated, “It is so hard to go home to a spouse that doesn’t get it. I’m
not the only parent. Why is it that I have to cook, do the dishes, and then mark papers while he
just sits there?” (E-mail Journal 4). Perhaps Julie’s lack of support sums up the WFC a teacher
can feel. She explained,
Something has got to give. This is probably the worst time I have had in my career, and
I am thinking about quitting. For my husband, his work takes top priority, so he can
stay late if he’s got a busy day. He’s at work until whenever. If I’ve got a busy day, it
doesn’t matter. I have to leave to pick up the kids. I still have to be a mom no matter
what. He has no idea the demands on a teacher. If things don’t improve and he doesn’t
start helping, we could end up getting a divorce over this. This is when I think, is it
worth being a teacher anymore? Some days are better than others. I have to be very
verbal about my needs. (Interview)
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Colleague-support systems were also described by teachers in this study. All teachers
expressed the importance of collegial support in their overall ability to balance their individual
work and home lives. All teachers commented that they depend on their colleagues when they
are having a hard time balancing their workload and their home life. Elena said, “I couldn’t do
it without my teammates” (E-mail Journal 4). Laura also commented, “I usually lean on my
friends at work. They generally know what I am going through” (Interview). Shannon also
believes that coworker support helps her maintain balance between work and home. She said,
“I vent to one person that I can trust and just try to get through it. There’s always light at the
end of the tunnel” (Interview).
However, the majority of the teachers commented that if they have had a conflict
with a colleague, it has made them feel worse about balancing their roles. Therefore, a lack of
support from colleagues or administration can add to the amount of WFC a teacher
experiences. For example, Julie needed to leave to breastfeed her baby every day during her
lunchtime, and her colleague was frustrated because they couldn’t plan together because Julie
was not available. She said, “Now what am I going to do? My husband doesn’t help and
{colleague} won’t help me either because she is mad at me because I need to be with my baby”
(E-mail Journal 1). Roberta has also had conflicts with coworkers that have impacted her home
life. She said,
After being scolded like a little kid, I had to put on a brave face and continue my day
like nothing happened. It would not have been fair to take my anger out on the kids,
and not professional to take out anger on my colleague. So, my husband ended up
getting yelled at by me for basically no reason that night because I was still mad
about what my colleague said to me that day. (E-mail Journal 3)
Duke reflected on his appreciation that his administrator allowed him to bring his kids
with him. He said, “I’ve got a good thing here. I can bring my kids to school with me in the
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morning. I know that not all principals let their teachers do that” (E-mail Journal 4). Erin
expressed similar feelings. She stated, “My boss used to let my kids come into my room when
they got done with their day. Since we got out later, I was lucky that I didn’t need to worry
about them being left at home” (Interview). These administrators helped the teachers to balance
their work and home life. However, Carole did not have an administrator who supported her
work and home life. She expressed having a difficult time balancing work and home life when
her administrator did not support her bringing her family to work. She stated,
A few years ago, the PTA was looking for volunteers to help at an event. They told
me I could not bring my daughter. My assistant principal agreed with me that it was
unfair yet rated me lower on my evaluation because I did not attend many evening
events. I tried to defend myself and said, ‘I would have come if I was allowed to
bring my kids,’ but it didn’t matter. (Interview)
Overall, social-support systems were important to teachers when balancing work and
home responsibilities. The social-support systems or the lack of them added to or reduced the
amount of WFC a teacher experienced. Next, the most common coping strategies used by
teachers are described.
Coping Strategies
In addition to the social-support systems that teachers use to maintain a balance
between work and family, teachers also use a number of coping strategies. This section
describes the most frequently used strategies to help teachers maintain a balance: were role
separation, self-care, acceptance, and personal organization.
Role separation was the most frequently used coping strategy among teachers. Duke
often talked about separating work and home in his interview and journals. In one journal entry
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he stated, “With teaching, I essentially leave it at the office and concentrate on my other fulltime job as a parent when I get home” (E-mail Journal 5). Likewise, Laura said that she
purposely tries to keep both roles separate. She said, “I live with the mindset of, my work is
work, and it shouldn’t be my life. I decide upon a start time and end time for my work day and
try to stick as closely to that as possible” (E-mail Journal 5). Lisa shares a philosophy similar to
Duke’s and Laura’s. She explained that the reason she is able to maintain a balance between
work and home is because she can successfully separate the two domains the majority of the
time. She said, “Teaching is a profession that follows you home, but I choose to leave [it] at
work because I want my small time with my family untainted by work lingering in my mind”
(Interview). However, all three teachers said that at times it is difficult to keep the two domains
separate and this is when they feel heightened levels of perceived WFC. But, Penelope looks at
role separation differently. She suggested that role separation isn’t always the goal. She said,
“It can’t always be 50/50. Sometimes I’m needed more as a teacher and other times more as a
wife/mother” (Interview).
Self-care (faith, therapy, and exercise) was another way teachers coped with increased
levels of WFC. Five teachers in this study referred to faith as a way they maintained their work
and home life balance. Penelope said, “I spend time every day praying for guidance. It keeps
me calm and makes me a better wife, mother, and teacher” (E-mail Journal 5). Elena also stated
that she wakes up early so that she is able to pray. She said, “I get up every morning and take
10 minutes to quietly pray and visualize my day. I relaxes me when I’m stressed” (E-mail
Journal 4). She continued with, “I’m a better mom and teacher now that I have started praying
about my day” (E-mail Journal 4). Mandy also uses her faith as a way to guide her through her
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life. She stated, “My role as a family member and as a teacher is influenced most by what God
expects of me and what my family and students need” (E-mail Journal 5).
Julie, Elena, and Roberta described therapy as a self-care coping strategy they use to
help them maintain balance between work and home life. In an interview, Julie detailed how
therapy allows her to talk through role expectations of her work and home life with her husband
in a way that she felt she would not be able to do without going to a therapy session. She stated,
At the beginning of every school year, my husband and I fall apart. Every year it gets
worse and worse, and my responsibilities as a parent and teacher grow. Every year he
gets frustrated because I’m tired, and he gets cranky when I ask him to pitch in more. In
the summer, our lives are amazing because I don’t have to worry about school. But
August rolls around, and I spend hours in the classroom and then come home, and he
expects me to be responsible for every single household chore and child care as well.
It’s just not fair. We recently started therapy which has helped him understand that
while I have fewer work hours at school, my job is just as intense as his, and I need
[his] assistance. (Interview)
Similarly, Roberta claimed that balancing work and home is often a topic in her therapy
sessions. She stated, “It’s nice to have an outside perspective guide me. My husband doesn’t
get it, but if I didn’t go, I don’t know how I would make it through my life. Sometimes it’s just
too much to handle” (Interview). Elena also spoke about how therapy helped her manage work,
home, and her divorce. She said, “It was all closing in around me. I couldn’t teach without
thinking about home. I couldn’t be at home without thinking about work. My therapist saved
me. I’m not sure what I would have done without her” (Interview).
All participants except Carole referenced exercise as a coping strategy in either their
interview or e-mail journals. Carole expressed interest in exercise but couldn’t find time in her
schedule for it. She stated, “I know I would feel better if I ran. I did after my son was born, and
it made me feel so much better. Now the kids are in a thousand different activities, and I don’t
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have time” (E-mail Journal 4). Erin described her need to exercise as a way to relax. She
commented, “When I get home, I put down my school bag and immediately change my clothes.
I take my dog on a long walk and forget my troubles for the next 45 minutes” (E-mail Journal
4). On the contrary, Duke described his exercise routine as another source of conflict in his life.
He said,
My wife doesn’t understand that if I don’t get on my bike, run, or swim, I’m going to go
crazy. I don’t want to say it always has to be about me, but sometimes it needs to be
about me. I am “on” all day, and I need time to myself. My exercise time is the only
“me” time I get. I believe I am a better husband, father, and teacher because I can have
some time to myself doing what I like to do. I can see her point, but I feel I need to be
selfish about it. (Interview)
None of the participants spoke of the need to exercise for health benefits. The teachers
described exercise as a way to unwind even when they do not get a chance to do it every day.
In addition to role separation and self-care, some teachers use acceptance as a coping
strategy. For example, in a journal entry, Duke described the expectations of teaching as being
high. He commented that his family is used to making accommodations for his job. He stated,
“It is what it is. I do not see it changing anytime soon, so you just grin and bear it and hope my
family understands there’s nothing I can do about it” (E-mail Journal 5). Similarly, Lisa
expressed how she has gotten to the point where acceptance of her circumstance is how she
balances work and family. She said, “I’ve always figured it’s going to get done somehow, if
that means I pull an all-nighter, so be it. There’s never been a time where I haven’t gotten it
done” (Interview). Not unlike Lisa, Connie stated that, “after 15 years of teaching, I’ve come to
just accept that this is the way it is. My family is used to me working at night and on
weekends. It’s not really an issue anymore” (Interview).
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The final coping strategy described by teachers was personal organization (time
management and organization). All teachers discussed time management and organization at
some point in their interview or journal entry. The overall consensus was that the more
organized the teachers felt in their work and family lives, the more balance they felt. In Phase
2, Erin referred to this coping strategy the most. In her interview she said,
I have discovered that my role as a teacher and family member thrives when I am
systematic, organized, and prepared. It will be my challenge to make time for this daily
so I can be successful in both roles, causing peace and balance at work and at home.
(Interview)
She continued to discuss organization in journal entries. She said, “Advance and thorough
preparation can prevent many unforeseen problems that can lead to the imbalance between
work and family. Finding the right balance is an ongoing challenge/goal in my personal and
professional life” (Interview). Likewise, Connie noted that she has task lists that help her stay
organized: “I write to-do lists to help me get through my day. I’m planned out from the
moment I wake up to the moment I go to bed. It feels so good to cross it off when I’m done”
(Interview). Julie uses an organization method as well. She said, “It really helps to keep a
calendar with my husband’s schedule. This way I can plan ahead for my job and the kids” (Email Journal 5).
Time management was important to other teachers as well. Margaret said, “At times
when more work is needed to be done than I can complete during the day, I will take it home.
However, I usually work through my plan, and so I don’t have to” (E-mail Journal 5). Duke
also described time management as a key to balancing his work and family roles. He said,
I’m only given 35 minutes for plan[ing]. I use every second of it. Some of my
colleagues spend it talking or messing around. I don’t. I squeeze every second of that
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time so I don’t have to bring it home. Sometimes it’s enough. Sometimes it’s not. (Email Journal 3)
Shannon commented that time management was crucial to her success as a teacher as well.
Even though all teachers commented that they feel like there is never enough time in their day,
she said, “I’m a single mother of four, I don’t have the option to procrastinate. I utilize every
bit of my plan [planning time] and lunch. It may seem like I’m being antisocial, but it’s the
only way I can get things done” (Interview).
Largely, elementary teachers used a number of coping strategies to balance work and
home responsibilities. When these strategies were used, teachers reported a reduced amount of
perceived WFC. Teachers described feeling higher levels of imbalance between their
professional and personal lives when they were unable to role separate, have opportunities for
self-care, accept their roles, or organize their roles and responsibilities.
Summary
Overall, teachers in Phase 2 indicated that certain characteristics of their job leads to
higher levels of WFC. Social-support systems (colleague support and family support) and,
coping strategies (role separation, self-care, acceptance, and personal organization) emerged
from the data as ways in which elementary teachers maintain their work-life balance. When
teachers felt highly supported by colleagues and family, they reported lower levels of WFC. In
addition, elementary teachers described the coping strategies they used to help reduce the
imbalance of work and home. The next section describes how teachers believe their teaching
roles are influenced by WFC.
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Research Question 4
Research Question 4 was “How do elementary teachers describe the ways in which their
teaching roles are influenced by work-family conflict?” Data collected from the interviews and
on-line journals provided information on how elementary teachers perceive their teaching roles
are influenced by WFC. Perceived instructional interference emerged as the only reported way
in which the participants believed WFC influences their individual teaching roles.
Perceived Instructional Interference
For elementary teachers in Phase 2 of this study, WFC positively and negatively
influenced the individuals’ teaching roles. Participants reported that “professional
responsibilities” negatively interfered with their ability effectively plan for student instruction.
Teachers stated that there was not enough time in the day to plan for effective instruction and
participate in committee work or professional development opportunities in addition to
participating in their family responsibilities at home.
Several teachers cited examples of these work-life imbalances that accounted for the
limited instructional planning time. For example, participants expressed that committee work
took the majority of their planning time before and after school. Several participants stated that
they were often “asked” to be on committees that required a large amount of time to complete
the designated tasks. When asked to describe why they participated in so many committees,
teachers explained that they participated because they could count it as a “professional
responsibility.” Under the current evaluation system in this district, professional responsibilities
account for a portion of the teachers’ overall performance rating. These ratings are used to
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determine whether or not a teacher will be recommended for rehire the following year.
Therefore, the participants agree to participate on a committee even if they don’t want to be on
it. For example, Laura stated, “I felt I didn’t have a choice. Now I’m on this committee that I
don’t have time for. I’m in over my head, and my family and students are suffering because I
feel like I can’t say ‘no’” (Interview).
Similarly, Lisa said that her principal suggested that she participate on a district
committee because of her knowledge in a particular content area. She said,
What was I going to do, argue with my boss? Now guess what I’m doing? Not teaching
as much as I should because I’m always at district meetings. So now, not only am I on a
committee I really don’t want to be on, but I have to create sub plans at least once every
2 weeks. How can this be good for students? I can’t imagine how my students’ parents
feel about me being gone all the time. Plus, my family is starting to get frustrated
because I have to stay late and make plans all the time. (Interview)
Similarly, Penelope described committee meetings as being her least favorite part of her job.
She also stated that her involvement with committees was impacting her students the most. She
said, “I have been absent 17 days this year due to meetings that I don’t have a choice on
whether I attend or not. My husband tells me to quit it, but he doesn’t get [that] I don’t have a
choice” (Interview). Her main concern was that planning proper instruction for the students was
difficult because it was challenging for a substitute teacher to execute. She said, “They
[substitute teachers] don’t know my students like I do. There is no way I have the time to
describe all of their [student] needs in lesson plans. It would take hours. I would never see my
family” (Interview).
In addition to committee work, Elena, Roberta, Connie, and Shannon described the
number of professional development trainings they provided the staff. These teachers described
how the training can impact instructional planning for students. Elena detailed the conflict she
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experienced with one particular training and the number of hours she spent planning for it. She
said,
I spent 12 hours on the ELA [English Language Arts] PowerPoint [slides]. I had to ask
my ex-husband to take the boys so I could work on it. I hate that I had to do that, but
what choice did I have? He told me to do it during my lunch break. What? Seriously?
That’s the only time I can do any sort of planning for my students, and that is shoddy at
best. He has no clue. No one gets it unless you’re a teacher. (E-mail Journal 6)
Likewise, Connie said she has taken on more training roles so that she potentially doesn’t have
to do so in the future. She said, “If I keep doing what they [administrators] ask, maybe they will
eventually leave me alone so I can just teach” (Interview). When asked to clarify what she
meant by ‘just teach’ she said, “You know, think about my students and really target what they
need” (Interview).
Duke commented that he no longer participates in professional development during the
school year. He said, “I know it makes me better, but it’s not worth it” (Interview). When asked
to clarify, he continued with, “I only have 2 days a week where I don’t have a meeting, that’s
when I can plan. Unfortunately, only 2 out of 5 days are planned-for most often” (Interview).
He described that he understood that professional development would make him a better
teacher, but between home, committee work, and grading, professional development would
only happen when he absolutely needed it for his license renewal. He said, “It’s either PD
[professional development] or planning” (Interview). At this stage in his career, he has chosen
to plan in a limited format.
Participants with higher levels of WFC reported “winging it” more often than those
with lower to moderate levels of WFC. As one of the teachers with higher levels of WFC,
Margaret described how winging it influences her teaching role. She said,

96
When I’m at work, I often feel irritated that I’m spending so much energy on other
people’s kids and I can’t put that same energy towards my own kids. Recently, I’ve
stopped planning so much, and I find myself winging it more because I can’t do it all.
(E-mail Journal 6)
She added, “I dread going to work on Mondays. My passion for teaching is there. I love kids,
but I can’t get everything done between work and home. I know I’m not as good of a teacher as
I once was” (E-mail Journal 6). Mandy also reported her instructional planning has suffered
because of her feeling of “not being able to do it all” (E-mail Journal 6). She said, “I hate the
teacher I’ve become. I use to plan at night, weekends, and during the summer. I loved it. Now, I
don’t even want to go to school or stay at home. I can’t keep up with it all” (E-mail Journal 6).
Connie’s high level of WFC has also impacted her role as a teacher. She reported that,
My kids had the lowest [state test] scores on my team. I know it is because I don’t have
time to plan. I can’t do it at work because I’m teaching, and I can’t do it at home
because I have to take care of my family. I’m in a no-win situation and obviously, the
kids are suffering. (Interview)
Even though some teachers reported their WFC was negatively influencing their role as
a teacher, others felt as though it positively influenced their role as a teacher. For example,
Duke stated, “I strive as a teacher when the pressure is on. It makes me more focused” (E-mail
Journal 6). Similarly, Erin said, “When life is crazy, something just switches on when it comes
to teaching. I can be completely in the moment and not worry about what I have to do at home
or what I need to finish at work” (E-mail Journal 6). In this study, the teachers that reported the
highest levels of WFC expressed that WFC influenced their teaching in a negative way,
whereas, teachers with lower levels responded positively.
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Summary
Overall, elementary teachers’ teaching roles are influenced by their WFC. Participants
reported that professional responsibilities impacted their ability to properly plan for student
instruction. Many teachers described a form of role overload that impeded their work-life
balance. In turn, teachers chose to wing it on several occasions.
Conclusion
In this chapter, the findings of the study were presented in order to develop a deeper
understanding of the perceived levels of WFC that elementary teachers experience in their
lives. The chapter is organized into two sections: quantitative Phase 1 and qualitative Phase 2
findings. The quantitative Phase 1 section presents the data for Research Question 1. The
qualitative Phase 2 section describes the data for Research Question 2, Research Question 3,
and Research Question 4. The qualitative and quantitative findings presented in this chapter
will be compared and contrasted with existing literature in Chapter 5. That chapter contains, the
relationships between the quantitative findings, themes, current literature, and the
recommendations for future research.

CHAPTER 5
DISCUSSION
“The challenge of work-life balance is without question one of the most
significant struggles faced by modern man.”
-Stephen Covey
The purpose of this study was twofold. The first purpose was to examine perceived
levels of WFC among elementary teachers. The second was to explore the perceptions of WFC
among elementary teachers in a Midwestern suburban school district. This study explored the
antecedents that lead to WFC, how teachers attempt to maintain work-life balance, what
demographic factors influence their WFC, and the ways in which their teaching roles are
influenced by WFC.
This study supports previous research that has shown that higher levels of WFC can be
problematic for individuals, their families, and their employers (Adams et al., 1996; Allen,
2001; Byron, 2005; Edwards & Rothbard, 2000; Greenhaus & Beutell, 1985; Netemeyer et al.,
1996). This study also adds to the current literature by identifying occupation-specific
antecedents in the field of elementary education. Moreover, this study provides insight into
possible ways to reduce teachers’ WFC and potentially improve their teaching practice.
While there has been a great deal of WFC research over the past 3 decades, the data
have been gathered predominately through surveys (Edwards & Rothbard, 2000; Ford et al.,
2007; Greenhaus & Beutell, 1985; Netemeyer et al., 1996; Voydanoff, 1988; Zedeck, 1992).
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This study includes survey data from 176 participants and was not exclusively based on survey
data. The strength of this study is the included experiences of elementary teachers that were
gathered by interviews and weekly journal entries.
Chapter 4 included the findings of the study. The purpose of this chapter is to discuss
the findings and the implications. The themes of the data will be discussed as they relate to the
current WFC literature. This discussion is organized by the research questions that guided this
study. In addition, this chapter includes the limitations of the study as well as recommendations
for future research.
Research Question 1
The first Research Question is, “To what extent is work-family conflict experienced by
elementary teachers, and what demographic factors, specifically marital status, gender, parental
status, participant age, and job tenure, influence their work-family conflict scores?”
The teachers’ responses from the Netemeyer et al., (1996) survey indicated that
elementary teachers in this Midwestern suburban school district had varying levels of WFC.
Demographic factors such as gender, tenure, age, and children were examined to determine the
effect these factors have on an individual’s WFC. WFC literature reveals that working women
may experience more WFC than working men (Cinamon & Rich, 2002; L. K. Duxburry &
Higgins, 1991; Kossek & Ozeki, 1998; Michel et al., 2011;Parasuraman & Simmers, 2001).
However, this study resulted in findings more similar to Eagle et al. (1997). The teachers
surveyed had higher levels of WFC than the men, but the difference was not statistically
significant. Eagle et al. (1997) opined that similar WFC scores across genders could be
becuase stereotypical gender roles are changing, especially in dual-earning households (Barnett
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& Rivers, 1996; Grzywacz & Marks, 2000). In this study, teachers alluded to these changing
gender roles as well. Several teachers reported that their male spouse made dinners, washed
laundry, and cared for children so that the teacher could stay late at school to make lesson
plans, communicate with students’ families, grade papers, or attend after-school events, thus,
blurring the traditional gender roles and having more evenly balanced responsibilities in the
home.
In their meta-analysis, Michel et al. (2011) reported that individuals who have children
are more likely to experience higher levels of WFC than individuals who do not have children.
This study resulted in findings different from previous research. Scale 1, in which family is
defined as including parents, siblings, grandparents, and other close relatives involved in a
person’s life, did not result in any significant difference between teachers who did or did not
have children. I assume that participants without children view the relationships they have with
their extended family in the same way that participants with children view their relationship
with their children.
Tenure status was examined in this study as well. According to Michel et al. (2011),
tenure status could result in lower levels of WFC. Furthermore, Michel et al. suggested that
non-tenured individuals may have more WFC. This study did not result in the same findings.
Elementary teachers with tenure status had slightly elevated in their perceived levels of WFC in
comparison to their non-tenured colleagues; however, no significant difference was reported. In
addition to tenure status, the age of the teachers in this study did not affect levels of WFC
either.
In addition, marital status was examined. According to Ford et al. (2007) and Michel et
al. (2011), being married can lead to higher levels of WFC. This study did not result in the
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same findings. In contrast, the participants in this study who were married or partnered had
comparable scores to those who were single (never married or partnered) and those who had
been divorced.
In summary, elementary teachers had high levels of WFC that were similar to other
professions previously researched. Current models include demographic elements such as age,
tenure, marital status, or gender as factors that can influence an individual’s level of WFC
(Byron, 2005; Michel et al., 2011). In this study, however, those factors did not necessarily
mean a teacher would have higher levels of WFC. In fact, there were no differences in WFC
scores when comparing age, gender, and tenure. If not demographic elements, then what has
led to some teachers having high levels of perceived WFC? The next research question
describes the antecedents of WFC perceived by elementary teachers in this study.
Research Question 2
The second research question is, “What are the perceived antecedents of work-family
conflict among elementary teachers?” Participants provided numerous examples of workcharacteristic antecedents that elementary teachers believed contributed to their increased
individual levels of WFC. These included two lower level themes (schedule inflexibility and
lack of pay) already identified in current literature and two lower level themes (bringing work
home and parent expectations) specific to teaching that were reported by the Phase 2
participants.
In the present study, the lack of schedule flexibility was identified as an antecedent of
WFC. This is similar to previous literature that indicates schedule inflexibility can be a
predictor of WFC (Byron, 2005; Galinsky, Bond, & Friedman, 1996; Hammer, Allen, &

102
Grigsby, 1997; Kossek, Lautsch, & Eaton, 2006; Michel et al., 2011). However, this study
differs from previous literature in one way. Teachers reported the uniqueness of their schedules
compared to other professions. For example, teachers discussed the advantages of having
summers off and longer breaks than most professions. During the summer and longer breaks,
teachers have control over their schedule. They can chose to do work-related tasks on their own
time. All participants reported that they feel much more balance in their lives during these
breaks. This is consistent with research that found that when an individual has a sense of some
control over his or her schedule, he or she can experience less perceived WFC (Ford et al.,
2007; Greenhaus & Beutell, 1985; Michel et al., 2011).
In comparison, teachers experienced frustration over their schedules during the school
year. Even though they enjoy the breaks, they feel like they “pay for it” during the school year.
For example, they need to take a sick day instead of being able to adjust their lunch time if they
have a doctor’s appointment. They can’t take a long weekend if it is attached to a holiday
without superintendent approval. Teachers can’t come to work late or leave early if they have a
personal conflict during the school year. According to Voydanoff (2004), this unequal control
over schedules can be problematic and lead to job dissatisfaction. Through the analysis of data
in this study, it was found that teachers had more job dissatisfaction during the school year
because they had less control over their schedule than they desired.
The current educational system does not allow for flexibility in a teacher’s day
compared to other professions. Not only did the participants in this study have concerns about
their schedule flexibility, teachers expressed concerns that their schedule did not allow for
collaboration during the day. Often teachers waited until breaks to communicate concerns or
successes but felt rushed because they had to return to teach the next subject. According to Batt
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and Valcour (2003), organizations that allow for collaborative teaming throughout the work
day have reduced levels of WFC. I assume this might be similar for elementary teachers.
In contrast, Cinamon et al. (2007), suggested that instead of trying to reduce teacher
WFC by designing ways to be more flexible with specific collaborative time and flexible work
hours, school leaders should be more supportive in other ways that would allow teachers to
spend less time after school hours on work-related tasks. For example, school administrators
could assist a teacher in communicating about student behavior problems to parents during the
day instead of having the teacher communicate after school. However, the participants in this
study wanted the opposite; they expressed the need to have both flexible work hours and more
collaboration with colleagues. Furthermore, the teachers expressed that they wished the district
office would add early release days throughout the school year for purposeful collaboration.
Similarly, Todd and Binns (2013) recommended that organizations need to allow time for
collaboration among employees in order to reduce levels of WFC.
Along with schedule inflexibility, teachers indicated that lack of pay led to higher levels
of WFC. This matches previous research findings that lower incomes lead to higher WFC
(cited in Byron, 2005). However, in meta-analyses completed by Byron (2005) and Michel et
al. (2011), income had very little influence on WFC levels. Furthermore, Schieman and Galvin
(2011) found that the level of education was more of a predictor of WFC than income level.
According to their study, the more education an individual had, the higher level of WFC he or
she reported. The researchers explained that more education led to more demanding jobs, thus
creating work-life imbalances. In Phase 2 of this study, all of the teachers had advanced college
degrees. Therefore, the results of Schieman and Galvin (2011) would be expected to apply.
However, the individuals in that study only had one job. In contrast, this study, several
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participants had additional jobs outside of their teaching in order to supplement their teaching
income. These teachers did a variety of odd jobs such as tutoring, sponsoring student clubs,
teaching after-school programs for at-risk students, or waitressing at local restaurants.
Teachers commented that the odd jobs left even less time with family which caused work-life
balance issues. Therefore, the participants of this study differ from those in the previous
literature. Income level influenced the amount of WFC a participant perceived.
In addition to schedule inflexibility and lack of pay, teachers indicated working at home
and parent expectations led to increased levels of WFC. All of the teachers in Phase 2 of this
study commented that they needed to work at home in order to complete their jobs. Some
teachers reported that they do this daily, while others reported bringing work home one or two
times per week. Teachers reported that this can create tension at home because they are not
interacting with family due to grading papers, responding to e-mail, or entering grades into
their work computers. This is inconsistent with the findings of Cinamon et al. (2007) in which
high school teachers reported less WFC by working at home because they could spend less
time at school and more time at home completing teaching-related tasks. However, a related
factor is that bringing work home is consistent with burnout among teachers (Abel & Sewell,
1999; Burke & Greenglass, 1995; Byrne, 1999; Cinamon et al., 2007; Conley& Woosley, 2000;
Van Der Doef, & Maes, 2002).
Parent expectations were also a work characteristic identified by the participants of this
study that led to higher levels of WFC. Likewise, Cinamon et al. (2007) found that parent
expectations led to higher levels of WFC. Establishing and maintaining relationships with
students’ parents proved to be challenging for teachers in both studies. In addition, teachers in
this study described not feeling trusted or supported by parents. They felt that parents crossed
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boundary lines and often demanded extra personal attention. For example, teachers reported
parents requested conferences outside of the typical work day. Teachers felt obligated to honor
the request which conflicted with their family responsibilities.
In summary, the most common antecedents of WFC found among teachers in this study
were schedule inflexibility and lack of pay. In addition, this study also found occupationspecific antecedents that led to higher levels of WFC: bringing work home and parent
expectations. The next section describes the similarities and differences in the ways that
elementary teachers in this study attempted to maintain work-life balance compared to other
professions found in the current literature.
Research Question 3
The third research question is, “In what ways do elementary teachers attempt to
maintain work-life balance?” In this study, Phase 2 participants attempted to maintain their
work-life balance through social-support systems and various coping strategies.
This research study identified several social-support systems that teachers used to
maintain work-life balance. Family support was commonly reported. Elementary teachers with
supportive family members reported using a team approach when managing family
responsibilities. This allowed for teachers to be able to focus on work but still feel like they
were contributing to their family’s needs. This is similar to existing literature that identified
spouses and other family members as social-support systems that can help reduce WFC
(Greenhaus & Beutell, 1985; Todd & Binns, 2013). Furthermore, teachers in this study who
did not have a strong support system had higher levels of WFC. Those individuals stated
experiencing feelings of being overwhelmed and not being effective in either domain. In WFC
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literature, a non-supportive spouse or family member also led to higher levels of WFC (Byron,
2005; Eby et al., 2005; Ilies et al., 2015; Michel et al., 2011).
Elementary teachers in this study also commented about utilizing social-support
systems within the work domain to help reduce WFC. Colleague support systems were very
common among all of the teachers. The teachers reported depending on teammates when they
were struggling with work or home issues. The main reason for this was that they felt their
colleagues generally understood what they were was going through because the teachers in this
study assumed their colleagues have had comparable experiences. Similarly, studies conducted
by Byron (2005), Michel et al. (2011), and Nohe and Sonntag (2014) found colleague-support
systems helped reduce perceived levels of WFC. Additionally, the literature also references
social-support systems as a way to increase teacher retention (Bowling et al., 2005; Burk-Lee &
Spector, 2006; Gersten et al., 2001).
Interestingly, however, Nohe and Sonntag (2014) found that even though colleague
support helped reduce WFC, it was really the specific leader support that kept employees from
leaving. In contrast, participants in this study tried to hide their feelings of conflict from their
leader. The teachers did not want to give any indication to their principal that they could not
handle all of the work and home expectations.
In addition to support systems, the participants in this study used four main coping
strategies to maintain a work-life balance: role separation, self-care, acceptance, and personal
organization. Role separation was the most common coping strategy that teachers used. The
teachers who were able to role separate and focus only on work while at work and only on
family while they were home had the least amount of WFC. Interestingly, when teachers were
not able to role separate, they continued to strive for ways to do so. Michel et al. (2011) and
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Byron (2005) support role separation as a way individuals cope with work-life balance.
However, role separation was difficult to achieve when social-support systems were not intact.
Those findings were similar to the results of this study.
According to Eby et al. (2005), limited research is available on coping strategies
individuals use to reduce WFC. Therefore, one aim of this study was to add to the literature by
identifying coping strategies elementary teachers use to reduce WFC.
In this study, faith, therapy, and exercise were categorized as self-care coping strategies.
Faith was a common coping strategy that participants described using as a moderator for WFC.
Some participants went to church, while others prayed throughout the day for guidance on
ways to solve their individual conflicts between work and family. Most often, the participants
in this study used prayer when feelings of being overwhelmed impacted their work-life balance.
In every interview and e-mail journal that referenced religion, all of the teachers reported
feeling significantly more optimistic about their life when they prioritized God over work or
family responsibilities. Likewise, Henderson (2014) identified religious involvement as a way
to reduce higher levels of WFC among employed African Americans.
Therapy was another coping strategy teachers in this study reported using. Couples
therapy seemed to be the most effective way for married teachers to communicate to their
spouse about their work and family conflicts and how those impact relationships. Similarly,
teachers who were divorced reported using therapy as a way to think through work and family
problems. Therapy as a way to mitigate WFC was examined in a study completed by Carroll,
Hill, Yorgason, Larson, and Sandberg (2013). Their finding was comparable to the finding in
this study: those participants who accessed therapy were better able to reduce their WFC. In
addition, Evan, Carney, and Wilkinson (2013) found that males who experienced work-life
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balance issues benefited from therapy. Unfortunately, the present study did not have any male
teachers who shared that they participated in therapy as a way to reduce WFC to compare to.
The final self-care coping strategy that teachers reported using was exercise. In this
study, teachers reported feeling less stressed when they exercised. Similarly, Kulesz (2013)
also found that exercise reduced perceptions of WFC just after one exercise session. Moreover,
the participants in this study who exercised, even sporadically, had the lowest levels of WFC
compared to teachers who did not exercise. However, teachers commented that they felt guilty
when taking time to exercise. For example, one teacher reported that even though exercise
made him feel better, it caused tension with his spouse because he was not home instead to help
with family responsibilities.
In addition to role separation and self-care, acceptance was identified as a way teachers
coped with higher levels of WFC. The idea of, “it is what it is” was common among all of the
participants. They accepted that over the past several years, teaching has changed to a
profession with more roles and responsibilities, and if they want to be a teacher and have a
family, this just was the way it was. Even though current literature does not support a direct
link to acceptance as a coping strategy, this study was able to isolate acceptance as a strategy
elementary teachers utilize. Interestingly, acceptance as a coping strategy may hinder
elementary teachers’ job performance. D. M. T. Clark and Loxton (2012) found that
acceptance linked to lower work performance when higher demands are imposed on the
individual. Further research in this area is needed.
Personal organization (time management and organization) was also a way that
elementary teachers attempted to maintain work-life balance. In this study, of the all teachers
reported time-based conflicts between their work and family environments. Largely, teachers
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who felt organized in both the work and family domains perceived more work-life balance.
The literature supports utilizing time management and organization techniques to reduce
perceived levels of WFC (Adams & Jex, 1999; Thomas & Ganster, 1995). Furthermore, Macan
(1994) suggested that time management techniques reduce strain and job dissatisfaction. In this
study, time management and organization were a way that teachers maintained balance across
both the work and family domains. Teachers set goals, made lists, and utilized schedules in
order to maintain work-life balance. Overall, the more organized the teacher was, the more life
satisfaction he or she had.
In summary, similar to other occupations, elementary teachers used social-support
systems and coping strategies to maintain work-life balance. Even though a large body of
research exists regarding WFC, very little literature exists on ways to mitigate the harmful
effects of this phenomenon. Furthermore, this study found in additional occupation-specific
antecedents that led to higher levels of WFC: bringing work home and parent expectations. The
next section discusses the ways in which the participants felt their teaching roles are influenced
by WFC.
Research Question 4
The final research question is, “How do elementary teachers describe the ways in which
their teaching roles are influenced by work-family conflict?” In this study, Phase 2 participants
identified that WFC can influence their teaching roles by their perceived instructional
interference.
The participants described that their instructional planning is most influenced when they
have higher levels of WFC. The participants reported winging it when teaching because they
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feel they do not have enough time or energy to attend to work and family responsibilities in the
way they would like. Teachers reported feeling less effective and cited lower student test scores
as a result of poor planning for instruction. Even though instructional planning has not been
researched in the WFC literature, job performance impact is prevalent (Allen et al., 2000;
Bedeian et al., 1988; Boles et al., 1997; Britt & Dawson, 2005; Haar, 2004; Kossek & Ozeki,
1998; Netemeyer et al., 1996; Thomas & Ganster, 1995). For example, Allen et al. (2000)
found that when WFC increased, job performance decreased even though participants reported
“trying harder.”
In addition, Demerouti, Bakker, and Leiter (2014) found that increased levels of
exhaustion among workers led to insufficient resources to deal with responsibilities of their job,
thus influencing job performance. Therefore, I would assume that teacher WFC would
influence instructional planning in the same way that exhaustion influences job performance in
other professions because time and energy are linked to exhaustion.
Furthermore, Cardenas, Major, and Bernas (2004) suggested that distractions from
home may reduce performance in the moment of the distraction. In this study, participants
referred to distractions from home as a frustration. For example, one participant recalled a time
when she had students read independently while she called her son’s doctor’s office. The
teacher admitted that she should have been providing math instruction but didn’t because she
would miss the doctor’s office hours if she didn’t call during the students’ math time. When
asked, “why not provide independent math work while making the call”, she responded, “I
didn’t have anything planned, and it was easier to have them read a book.” To Cardeenas et al.,
(2004) point, the teacher’s distraction reduced job performance for that part of the day but not
for the days’ entirety. However, it still influenced student learning for that lesson.
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Teachers in this study also reported that their role involvement in the work domain
influenced their instructional planning. For example, one teacher participated in a district
language arts committee that met at the district office building. The teacher could not provide
the type of planning she would have liked because she felt she couldn’t meet all of the students’
needs in her substitute lesson plans. Thus, students were with a substitute teacher for a number
of days with instruction that was not properly planned. In addition, this created conflict at home
because it took time after school to prepare for the substitute teacher. Therefore, the teacher
could not carry out both work and family responsibilities in a way that balanced both domains.
Research has also found role involvement to be a predictor of WFC (Adams et al., 1996; Frone,
2003; Greenhaus &Parasuraman, 1999). The literature suggests that higher levels of WFC
exists when role involvement is increased in the work domain, thus, making it more difficult to
participate in the family domain (Lieberman & Miller, 1999; Valli & Buese, 2007).
In summary, participants’ teaching roles were influenced by WFC. Teachers in this
study reported that work-life imbalances influenced the decisions they made professionally and
personally. The next section describes findings related to the relationship to the theoretical
frameworks.
WFC Findings in Relationship to the Theoretical Framework
Work-family conflict theory was selected as the theoretical frameworks because it is
one of the most frequently used frameworks in WFC literature and therefore, it has been
generally accepted as a framework among WFC researchers (e.g. Adams et al., 1996; Aryee,
1992; Carlson & Kacmar, 2000; Cinamon & Rich, 2002; Edwards & Rothbard, 2000; Frone,
Yardley et al., 1997; Greenhaus & Beutell, 1985; Gutek et al, 1991; Netemeyer et al., 1996;
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Parasurman & Simmers, 2001). Using this framework as a lens, elementary teachers in this
study provided rich descriptions of personal experiences in which the demands of one domain
made it more difficult to perform the roles and responsibilities in their other domain.
According to the work-family conflict theory, conflict between the work and family
domains arises when the participation in one role increases, therefore making it more difficult
to participate in the other role. Greenhaus and Beutell identified three forms of conflict: timebased conflict, strain-based conflict, and behavior-based conflict (Adams et al., 1996; Byron,
2005; Edwards & Rothbard, 2000; Greenhaus & Beutell, 1985; Michel et al., 2011).
Time-based conflicts occur when an individual devotes time to one domain that reduces
the time available that is needed by another domain (Edwards & Rothbard, 2000; Greenhaus &
Beutell, 1985). In this study, elementary teachers described several time-based conflicts in
which the roles and responsibilities in the work domain left inadequate time for the family
domain, resulting in unfulfilled roles and responsibilities in the latter domain. Bringing work
home, schedule inflexibility, and unrealistic parent expectations caused higher WFC
responsibilities of the other domain unfilled or difficult to meet. Time-based, strain-based, and
behavior-based conflicts increased perceived levels of WFC. This was done by reviewing the
WFC scale from the survey, interviews, and journals.
Implications of the Study
There are clear implication of this study for school boards, administrators, and
elementary teachers. It is essential for these stakeholders to understand this phenomenon and
take steps to reduce WFC levels in order for teachers to maintain work-life balance. This
section provides the implications for each stakeholder.

113
School Boards
There are several implications for school boards that relate to retaining high-quality
educators. First, school boards should understand that WFC exists among elementary teachers
and steps should be taken to reduce the perceived levels of WFC in individuals so that the
district can retain high-quality educators. According to Todd and Binn (2013), there has been
noticeable growth in interest about work-life balance policies and practices within companies.
School districts should follow this example and look at possible interventions the leaders can
provide teachers to help create more work-life balance for their employees.
Another implication is that school boards should offer teachers higher salaries. The
teachers in this study reported the need for supplemental income to offset their low salary.
Those extra jobs often led to additional time being spent away from family which caused worklife imbalance for the teachers. Elementary teaches may benefit from higher salaries so that
they need to do less supplemental work, therefore, causing more balance in their life. Low pay
also causes teachers to sometimes leave for higher paying teaching jobs so that they no longer
have to supplement their income. Last year, the district in this study lost 37 elementary teachers
to neighboring districts that paid more. This required the district to hire new teachers and
spend money to train them.
The last implication is that school boards should provide elementary teachers the
opportunity to utilize the coping strategies described in this study to minimize the negative
effects of WFC. Coping strategies such as exercise, therapy, faith, time management, and
organization helped reduce WFC in this study. Therefore, teachers should have opportunities to
access these types of coping strategies to reduce their perceived levels of WFC. In order to do
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so, school districts should partner with local gyms to offer reduced-cost memberships or
provide a space for teachers to exercise within their district. Often gym memberships and
wellness classes are available for members at discounted rates. Furthermore, school districts
should communicate all available resources in the teachers’ benefits packages. However, not all
employees will take advantage of these benefits.
Administrators
This study had three clear implications for administrators. First, a common theme
throughout this study was that teachers felt that they did not have enough time to perform their
job. Therefore, administrators should consider something more than flexible work schedules. In
addition, they should increase planning time by adding early release days dedicated to
instructional planning by providing common instructional planning time so that teachers can
work with colleagues when designing instruction for students.
The second implication of this study for administrators is that elementary teachers have
antecedents similar to generic WFC models as well as occupation-specific antecedents.
Occupation-specific antecedents that led to higher levels of WFC in this study were bringing
work home and parent expectations. Therefore, building administrators can support teachers by
finding ways to reduce the amount of work teachers bring home, and also helping educators
interact constructively with parents. Administrators can help aide communication between
home and school. According to Martin and Hagan-Burke (2002), administrators can support
teacher/parent communication by serving as “point people” for the parent and teacher. The
researchers recommend the administrator calls the meetings, reports information back to
parents, and heads off any potential problems that might hinder the relationship between the
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parent and teacher. In addition, building administrators should serve as a conduit between the
district office and the school to help determine which curriculum or testing may need to be
adjusted so that students’ skills are assessed without over-testing. Reducing the number of tests
and assessments may result in less work needing to be brought home by teachers and therefore,
better work-life balance.
The third implication of this study for administrators is that they should work with
teachers to make sure that teachers’ daily classroom schedule is appropriate for the students and
allows for planning time. Furthermore, building administrators should collaborate with the
PTA/PTO and reduce the number of after-school events that require teacher attendance.
Teachers
There are three implications of this study for elementary teachers. First, elementary
teachers need to be made aware that this phenomenon exists in education and that their
teaching roles can be influenced by WFC. If teachers and administrators understand and work
together to address these time-based, strain-based, and behavior-based conflicts, then teachers
may be able to reduce their levels of WFC. This may provide an educational experience to
students that the teachers perceive being of better quality.
Next, teachers need to understand the antecedents that lead to higher levels of WFC in
order to effectively cope with time-based, strain-based, and behavior-based conflicts. By being
more knowledgeable about antecedents, teachers can be more aware of what may cause them to
experience higher levels of WFC and can develop coping strategies to maintain work-life
balance.
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Finally, teachers need to implement coping strategies to successfully reduce higher
levels of WFC. The teachers in this study used social-support systems, role separation, personal
organization, self-care options, and acceptance to maintain a work-life balance. Teachers who
successfully implemented these coping strategies on a regular basis reported lower perceived
levels of WFC. Therefore, it is important that teachers be aware of what they can do to reduce
their levels of WFC in order to maintain work-life balance.
Delimitations of the Study
This study was limited to the experiences of the elementary classroom teachers in one
Midwestern suburb. Although approximately 800 elementary teachers were surveyed, the
quantitative and qualitative data in this study were limited to significantly fewer eligible
elementary classroom teachers who were willing to participate in the survey, interview, and email journals.
Limitations of the Study
There are several limitations to this study. First, as in many previous studies on WFC,
the results were based on the self-reporting of the participants. There was no way of knowing
how honest the participants were being when responding to the survey, interview, and e-mail
journals. Thus, I had to interpret the participants’ perceived experiences that may have been
different from than their actual experiences. This may limit the validity of the study. Second,
this study had a sample that consisted of mostly women. Although this gender dominance is
reflective of the workforce in the studied school district, future research should include more
male elementary teachers. Third, the participants were from only one Midwestern school
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district. And further, even though participants from all buildings within the school district were
represented in Phase 1, less than half of the district’s buildings were represented in Phase 2 of
the study. Therefore, I would caution about generalizing these results to elementary teachers
outside of this school district because of possible differences that could affect the issues
examined in this study. Future research should include an equal number of male and female
teachers from multiple school districts across the country. Next, this study included the
experiences of predominately White individuals. This was representative of the school district;
however, this is a limitation because WFC experiences may not be similar for individuals of
other races. Finally, the data were collected over a short period of time. Longitudinal research
is needed to determine whether the results of this study can be replicated.
Recommendations for Future Research
The results of this study support the need for additional research on WFC among
elementary teachers. First, I recommend the need for in-depth, longitudinal research to add to
these findings because of this study’s limited scope. This should include data collection over a
whole year including summer and longer breaks. This would allow for a clearer picture of a
teacher’s perceptions of WFC.
Second, I recommend using a larger sample for the study and an equal representation of
male and female participants. Furthermore, selecting a more racially diverse population could
potentially provide different perspectives, experiences, and findings. In addition, the use of a
larger participant pool would allow the findings to be generalizable to other teachers across the
United States.
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Third, I recommend examining the relationship between social/gender roles and WFC.
In this study, teachers reported that their spouses had to help at home by assuming
nontraditional roles. Participants with a spouse or partner that who were willing to assume
nontraditional roles had varying levels of perceived WFC. Further research is needed in this
area.
Fourth, I recommend examining WFC among elementary teachers using other
theoretical frameworks. For example, role conflict theory is one of the most widely accepted
WFC frameworks. Therefore, future research should investigate all roles and responsibilities
that influence teachers’ lives beyond work and family. This may provide a more clear
explanation of WFC among elementary teachers. Frameworks such as role conflict theory
would allow for this type of examination.
Fifth, I recommend investigating how personality influences perceived levels of WFC.
Pishghadam and Sahebjam (2012) reported a significant relationship between personality types
and teacher burnout. They found that the best predictor of emotional exhaustion was
neuroticism. I assume those individuals may have higher levels of WFC. This may be similar to
the participants in this study who had varying levels of WFC. Though I am not an expert in
diagnosing neuroticism, participants who had the highest levels seemed to me to be more
neurotic than those who had lower levels of WFC. Future research should include personality
measurement scales similar to the ones used in the study completed by Pishghadam and
Sahebjam when examining how personality influences perceived levels of WFC.
Next, I recommend examining the relationship between WFC and the intent to leave
teaching. The current teacher-retention literature does not include WFC. In addition, I
recommend completing a comparison study. Eby et al. (2005) stated that less than 1% of
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research includes ways to reduce WFC. Todd and Binns (2013) agreed with that claim and
suggested that companies start taking an interest in helping employees balance work-life
commitments. Therefore, I believe a study comparing those who work in a school district that
provides interventions to maintain work-life balance to those who work in a school district that
does not provide such interventions should be conducted.
Finally, I recommend expanding this research to other types of educators. An
examination of special education teachers, English as a second language (ESL) teachers, and
administrators might provide additional occupation-specific antecedents to add to the models
and coping strategies that educators use to reduce levels of WFC, thus, giving a clearer picture
of WFC in education as well as adding to the current literature.
Study Summary
The theoretical base this study drew upon was from two areas: role conflict theory and
work-family conflict theory. WFC literature has a large research base dating back to the 1960s.
Even though literature exists, not all occupations have been researched adequately. This is the
case for education, specifically at the elementary level. Thus, the aim of this study was to
explore the perceived levels and perceptions of WFC among elementary teachers.
Participants were teachers from District 749. Individuals had to be a full-time,
elementary classroom teacher in order to be considered for this study. Using an explanatory
sequential mixed-methods design, participation was completed in two phases. Phase 1
provided the quantitative data for this study and identified teachers who would like to
participate in Phase 2.
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A convenience sample of approximately 800 elementary teachers from 17 elementary
buildings were provided an on-line survey, designed by Netemeyer et al. (1996), to examine
their perceived levels of WFC. A total of four hundred thirty-five met the requirements of being
a full-time, classroom teacher. Of those possible participants, 176 completed the survey. This
was a 40% return rate. After the respondents’ data were collected, demographic statistics were
used to compare groups of teachers. Variables included gender, tenure status, and number of
children. The Kruskal-Wallis test was used to determine the statistical differences between the
groups and a Pearson Correlation Coefficient test was used to determine the relationship
between participant age and perceived levels of WFC.
In addition, the Phase 1 survey was also used to create a potential list for Phase 2 of this
study. The results of this survey were used to determine which elementary teachers had high or
low levels of WFC. Teachers with the highest and lowest levels were then contacted and asked
to participate in Phase 2. After Phase 2 participants provided consent, data collection began for
this phase of the study. Over a 12-week period, teachers in Phase 2 participated in one semistructured interview and completed six weekly e-mail journal responses. Interviews and e-mail
journals were transcribed and then coded for themes.
The results of this study add to the current literature in several ways. First, elementary
teachers experienced levels of WFC similar to other professionals. However, unlike in other
professions, their study’s demographic factors did not lead to statistical differences regarding
WFC. Elementary teachers who experienced higher levels of WFC spanned an age range (2265) typical of an expectant teaching career, gender, and tenure status.
Second, universal and occupation-specific antecedents were identified in this study.
Current literature acknowledges schedule inflexibility and lack of pay as predictors of high
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levels of WFC. This study also found that bringing work home and expectations from student’s
parents led to higher levels of WFC for elementary teachers.
Next, the elementary teachers in this study did a number of things to maintain a worklife balance. Similar to previous studies, the most common were utilizing social-support
systems and role separation. However, teachers noted it was difficult to do these on a regular
basis. Therefore, they used a variety of other coping strategies such as self-care (faith, therapy,
and exercise) and personal organization (time management and organization) strategies.
Finally, this study provides insights about how elementary teachers feel their teaching
roles are influenced by WFC. The participants in this study reported that their instructional
planning was most influenced by WFC. In addition, teachers felt that fear of poor evaluations
influenced their teaching role. Therefore, they attended more after-school events and
participated in more committee work to prove they were reliable even though these activities
increased their level of WFC.
This study also has several recommendations for future research and details what
teachers and organizations, such as school districts, can do to mitigate the WFC that elementary
teachers’ experience. In addition, this research experience has given me a better understanding
of the complexities of WFC among elementary teachers and the importance of providing them
with ways to moderate WFC so that they can maintain a healthy well-being.
Conclusion
As presented in this study, teachers are spending a lot of their personal time trying to
meet all of their work demands, which can lead to roles and responsibilities going unmet in the
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family domain. During the data collection, many educators in this district experienced
difficulty in balancing the roles and responsibilities of their work and family domains.
At the conclusion of the data collection, my position in this district changed from
teacher to administrator. As an administrator, I feel that I have an obligation to my staff to help
them maintain work-life balance. Using the knowledge that I have gained through this research,
I have implemented the recommendations of this study for administrators. I believe that I have
been most impactful reducing time-based and strain-based conflicts.
Time was something that the elementary teachers in this study expressed that they
always needed more of. Time to plan, grade, communicate with parents, and meet for
committee work were often mentioned. After the conclusion of this study, the district I work in
implemented many new requirements. For example, we have new local curricula in math and
language arts. This change has led to a shifting of instructional units to different grade levels,
causing teachers to have to develop well-thought-out units in a short amount of time. In
addition to the changes in instruction, our district has moved away from grades to standardbased reporting. This is a huge shift in reporting and requires a lot of communication between
school and home. Even though I cannot change the requirements, as an administrator, I believe
that I support teachers in several ways.
First, in partnership with my building principal, we have reduced the number of
monthly meetings that teachers attend, and we have given teachers that time to plan with teams.
Information that would have been shared in those meetings is now being sent in e-mails or
shared at team meetings instead of faculty meetings. Second, teachers are given 2 half days to
plan with their teams, and substitute teachers are provided for their classes. Third, we created a
master schedule in which all grade-level teachers have the same plan-time hours during the
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day. Next, we often open the building on weekends so teachers can come into the building
instead of bringing work home. Finally, we have reduced the amount of committee work and
provided opportunities for teachers to participate in activities they are passionate about in order
to have more job autonomy.
We have also done a number of things to support strain-based conflicts. First, we allow
our teachers to bring their elementary-aged children to our school if they live in the district.
Second, teachers can bring their children to our after-school events so that they attend our
functions and have no worries about finding child care. Third, we allow teachers to tutor
students before or after school in our building instead of forcing them to use other locations.
Next, we allow for some flexibility in schedules. If a teacher needs to leave a few minutes
early for an appointment, we always find coverage so that he/she can leave early. Finally, when
teachers inform us that they need to have a difficult conversation with a parent, we always
make ourselves available to meet with both the teacher and the parent and serve as a point
person for them.
Even though the supports that we provide our teachers demand a lot of resources from
myself and the other administrator in my building, the results are well worth it. Through
several informal and formal conversations, it’s clear that our teachers feel supported. Therefore,
we have had very little turnover in recent years. Our students perform well academically when
compared to others in the district, and our families are very supportive of our school and
teachers.
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Theoretical Frameworks Used in Work-Family Conflict Literature
Theory
Definition
Source Cited
Compensation This theory places a rank of importance on one
Burke &
Theory
domain over the other domain (Edwards &
Greenglass, 1987
Rothbard, 2000).
Congruency
This theory suggests similarities between work and
Morf, 1989;
Theory
family domains occur because of a third variable.
Zedeck, 1992
For example, variables could include social and
cultural influences, personality traits, genetics, and
personal behavioral qualities (Edwards & Rothbard,
2000; Frone, Barnes, & Farrell,1994).
Gender
This theory includes three assumptions: childhood
Bartolome &
Theory
socialization processes, biological influences, and
Evans, 1980; Eagle,
social structural factors in society (Way, 1991).
Miles, Icenogle,
1997
Identity
Individuals seek to construct desired images of
Lobel & St. Clair,
Theory
themselves, and anything that blocks construction of 1992
these directed images represents a threat to selfidentification. Because conflict between work and
family roles constitutes an impediment to goals of
self-fulfillment, threats resulting from work-family
conflict likely lead to job stress (Judge, Thoresen,
Bono, & Patton, 2001, p. 769).
Resource
The exchange of resources, such as time, between
Staines, 1980
Drain Theory work and family, no matter what the motivation is
(Edwards & Rothbard, 2000
Role Conflict This theory provides a richer understanding of
Carlson & Perewe,
Theory
various work-family conflict forms, directions, and
1999; Greenhaus &
dimensions (Madsen & Hammond, 2005, p. 153).
Beutell, 1985;
Frone, Russell,
Cooper, 1992;
Gutek, Searle, &
Klepa, 1991;
Netemeyer, Boles,
McMurrian, 1996
Role Theory
This theory concerns itself with a triad of concepts:
Bedeian et al, 1988;
patterned and characteristic behaviors, parts or
Katz & Kahn,
identities that are assumed by social participants,
1978; Kelly &
and scripts or expectations for behavior that are
Voydanoff, 1985;
understood by all and adhered to (Biddle, 1986, p.
S. R. Marks, 1977
68).
Segmentation In this theory there is a separation of work and
Lambert, 1990;
Theory
family such that the two domains do not affect one
Zedeck, 1992
another (Edwards & Rothbard, 2000 p. 181).

Spillover
Theory

This theory includes the behaviors and attitudes
from one domain that will be carried into the other
domain (Edwards & Rothbard, 2000; Kabanoff,
1980).

Work-family
Conflicts between the work and family domains
conflict theory arise when the participation in one role increases,
therefore making it more difficult to participate in
the other role. Three forms of conflict can occur:
time-based conflict, strain-based conflict, and
behavior-based conflict (Greenhaus & Beutell,
1985).

141
Cooke & Rousseau,
1984; Frone,
Russell, Cooper,
1992; Staines,
1980; Voydanoff,
1989
Greenhaus &
Beutell, 1985;
Frone, Russell,
Cooper, 1992; Kim
& Ling, 2001;
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CONSENT FORM
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(NIU Letterhead)
I agree to participate in the research study, Balancing Work and Family Roles among
Elementary Teachers being conducted by Debra K. Coberley, a graduate student at Northern
Illinois University. I have been informed that the purpose of the study is to examine the
perceived work-family conflict among elementary teachers.
I understand that if I agree to participate in this study, I will be asked to complete a face-to-face
interview. The interview should take approximately 20-30 minutes to complete.
I am aware that my participation is voluntary and may be withdrawn at any time without
penalty or prejudice and that if I have any additional questions concerning this study, I may
contact Debra Coberley at (***)***-**** or Dr. William Pitney at (***)***-****. I understand
that if I wish further information regarding my rights as a research subject, I may contact the
Office of Research Compliance at Northern Illinois University at (***)***-****.
I understand that the intended benefits of this study include possible identifiers of work-family
conflict among elementary teachers and coping strategies to help reduce the negative effects.
I understand that all information gathered during this study will be kept confidential. The
researcher will be providing pseudonym names to participants. Transcribed interviews will
have the pseudonym names as well. Only Debra Coberley will have knowledge of the
participants’ real names. Transcriptions will be kept in a locked drawer for the duration of this
study and will be shredded upon completion of the study.
I realize that Northern Illinois University policy does not provide compensation for, nor does
the university carry insurance to cover injury or illness incurred as a result of, participation in
university-sponsored research studies.
I understand that my consent to participate in this project does not constitute a waiver of any
legal rights or redress I might have as a result of my participation, and I acknowledge that I
have received a copy of this consent form.
___________________________________________
___________
Participant Signature:
Date:
___________________________________________
____________
Researcher Signature:
Date:
___________________________________________
Advising Faculty Signature:

____________
Date:
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Modified with permission from Pitney and Mazerolle (2011)
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APPENDIX D
INTERVIEW GUIDE
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Questions adapted from Mazerolle, Bruening, Casa, and Burton (2008)
Background Information:
1. Tell me about yourself. How long have you worked the in the district? Are you or
have you been married? Do you have any children?
Job Satisfaction:
2. What aspects of your job do you most enjoy?
3. What aspects of your job do you least enjoy?
4. What would you change about your job if you could? Why?
Family Satisfaction:
5. Tell me some more about your family. What aspects of family are most important to
you?
6. What impacts your family satisfaction?
7. What would you change about your role in your family if you could? Why?
Work-Family Conflict:
8. Do you feel that you experience difficulty balancing your roles between your work
and family?
9. Do you feel more conflicts between home to work or work to home?
a. Why do you feel this way?
b. Does that impact your feelings at home or at work?
Life-Satisfaction
10. How satisfied are you with your overall life?
11. What impacts your life satisfaction?
12. What would you change about your life if you could? Why?
Burnout
13. Describe an example of when you have questioned your desire to remain a teacher
or explain a low point you have experienced in your job.
14. Do you consider yourself to be burned out?
a. If so, why?
b. If not, why?
15. How do you manage low points at work?
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Inclination to Leave Teaching
16. Have you looked for an alternate position within the profession?
a. What were your reasons?
17. Have you looked for a position outside of the profession?
a. If so, why?
b. If not, why?
18. Do you see the profession changing in the future?
19. What can the profession do to prevent educators from leaving teaching?
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Weekly E-Mail Journals
Week 1

Week 2

Week 3

Week 4

Week 5
Week 6

Reflect about the challenges you have experienced this week.
How did you deal with these challenges?
What would have helped to prevent these challenges, or work-family conflict?
For any instances in which you have felt good about how you dealt with the
challenge, describe what you attribute this to.
Describe an instance in the last week when you have felt an imbalance between
your work life and home life.
How did you deal with this imbalance?
What would have helped to prevent the imbalance, or work-family conflict, in the
first place?
For any instances in which you have felt a good balance between work and family,
what do you attribute this to? Please explain.
Reflect upon your work-related roles (the many hats you wear) and responsibilities
(tasks) this week.
Describe how those roles and responsibilities influenced the time you spent with
your family.
How does your family respond when your work-related roles and responsibilities
influence your family life?
Reflect upon ways you attempted to maintain your work life and home life balance
this week.
Describe any steps you took in order to strive for a balance between your work and
home lives.
Reflect on how you prioritize your work life and your home life roles and
responsibilities.
Describe the process you used to prioritize these roles and responsibilities.
How has any work-family conflict you experienced influenced your role as a
teacher?
What factors do you believe influence your role as a teacher the most?
What about your role as a family member?
What factors do you believe influence your role as a family member the most?
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